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The use of video podcasts in education has emerged as a phenomenon that has gained a
considerable amount of attention over the last few years. Although video podcasting is
becoming a well-established technology in higher education, new multimedia
instructional strategies such as student-created video podcasts in grades K-12 are underresearched.
The study investigated the effects of video podcasts created by students to promote
foreign language grammar acquisition at the middle school level and find how students
described such experience. The current investigation was conducted by using the
explanatory sequential design, which is a mixed methods research design that occurs in
two distinct interactive phases.
The use of the explanatory sequential mix methods design allowed the collection of
quantitative and qualitative data that served as corroborative evidence to answer three
research questions: What differences in terms of achievement exist between middle
school students who create a video podcast to promote foreign language grammar
acquisition and students who followed a traditional instructional approach? How do the
interviews with students help to understand their experiences when using a studentcreated video podcast as an instructional strategy to promote foreign language grammar
acquisition? How can the experiences that emerge from the quantitative and qualitative
data be useful to promote student achievement in other subject areas?
Although quantitative results indicated that the use of student-created video podcasts by
middle school students had no significant effect on foreign language grammar
acquisition, the qualitative findings of this investigation provide insights for middle
school educators, parents, school administrators, and stakeholders with respect to the
experiences of middle school students when using this multimedia learning strategy.
Recommendations about its implementation and how this student-centered approach can
empower learners and promote engagement and motivation for learning, in order to
improve cognitive learning, have been included as well.
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Chapter 1
Introduction
Background
Grammar is an essential aspect of language for effective communication, but at
the same time, it is one of the most difficult issues for foreign language instruction (Mart,
2013). Defined as a “system of meaningful structures and patterns that are governed by
particular pragmatic constrains” (Larsen-Freeman, 2009, p. 521), grammar is a dynamic
pattern formation that plays a key role in foreign language acquisition. Liamkina and
Ryshina-Pankova (2012) suggest that in order to overcome the challenges of teaching
grammar, foreign language instructors must change the conception of grammar as a
collection of isolated structural rules. Instead, grammar should be considered as a
meaningful account that promotes communicative goals within a context.
Despite new technological advances in education and decades of effort to
introduce new pedagogical strategies in the teaching of grammar in foreign languages,
teachers still use traditional methods for introducing foreign language grammar that are
characterized for lack of engagement and interest from learners (Liamkina & RyshinaPankova, 2012). Some of the new technologies for teaching foreign language grammar,
which include grammar-oriented tutorials, sentence-based tasks, and web based activities,
remain unknown or, in some instances, teachers manifest lack of interest in adopting
these new strategies (Levy, 2009).
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According to Mart (2013) learners cannot develop their language skills with little
understanding of how language functions. Grammar is in this context an essential aspect
to communicate effectively. Philip, Walter, and Basturkem (2010) suggest that peer
interaction may facilitate grammar acquisition by fostering learner production with
appropriate feedback and noticing of form, which is the conscious attention of new
grammatical features due to the frequency or salience of the feature. In this regard,
Liamkina and Ryshina-Pankova (2012) suggest that a functional approach to grammar
helps learners become researchers who can discover by themselves that grammar is an
empowering resource that has a direct impact on making meaning.
Koehler, Thompson, and Phye (2011) argue that well-designed multimedia
presentations should allow learners to build mental connections between verbal and
pictorial representations that stimulate their cognitive abilities to facilitate the
construction of inductive reasoning schemas. They conclude that effective multimedia
presentations that are grounded on cognitive theories should promote not only conceptual
understanding of passive voice grammar, but help learners in transferring the grammar
concept of passive voice to procedural knowledge.
In this regard, Baturay, Daloglu, and Yildirim (2010) suggest that effective
interaction with multimedia learning stimulate and sustain student motivation and help
them perform better with complex grammatical concepts. They argue that a multimedia
environment considers individual differences in learning preferences and offers learners a
choice from a great variety of modes of information. Multimedia activities make learning
attractive, and learners are motivated when participating in enjoyable activities supported
by sound, visuals, animations, and video.
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One of the principles of multimedia learning asserts that students learn better
when words and pictures are used together in instruction than from words alone (Mayer,
2005). However, not all multimedia presentations are equally effective in promoting
meaningful learning by simply adding pictures or dynamic graphics to words. In order to
promote meaningful learning, the design of multimedia instructional material must take
into consideration how students learn (Mayer, 2005).
From a constructivist approach, meaningful learning occurs when students are
encouraged to actively engage in the construction of new knowledge structures through
experience (Ng’ambi & Lombe, 2012). Student-generated video podcasts has emerged as
a multimedia instructional strategy that has been associated with promoting learning
through student engagement with content (Crowe, 2009). Such level of engagement
provides more opportunities to students to experience and retain content.
Brown (2007) found that when students are allowed to design and create
multimedia presentations, a high level of motivation and task engagement is exhibited.
Students also develop other critical skills, such as higher order thinking, and selfreflection. Liu, Horton, Olmanson, and Toprac (2011) also found that engaging students
as multimedia designers could increase their intrinsic motivation which is highly
correlated with their academic success.

Problem Statement
Although multimedia learning seems to provide an ideal environment to develop
the necessary skills to produce a comprehensible language output, Ibrahim (2012)
cautions that as learning foreign language grammar is intrinsically complex, it can be
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very demanding for the learners’ cognitive system. He suggests that an effective
instructional design needs to consider the cognitive capacity for active knowledge
construction. Brünken, Steinbacher, Plass, and Leutner (2002) proposed that an ideal
design of multimedia learning should minimize requirements of extraneous load and
maximize the potential for deep cognitive processing during learning.
Grounded on the principles of the Cognitive Theory of Multimedia Learning
(CTML), Ibrahim (2012) suggests that the use of video podcasting as an instructional
multimedia may help learners free up cognitive load with the purpose of organizing and
integrating information more effectively as well as efficiently and ultimately improving
the students’ learning. The use of video podcasting has been specifically associated with
helping students in gaining deeper learning and improving student performance as they
can combine visual and auditory representations into a single multimedia presentation
(Walker, Cotner, & Beerman, 2011). However, very few studies about video podcasting
in middle schools have gone beyond the passive mode of watching teacher-produced
content to one that engage students in the process of creating video podcasts (Lee,
McLoughlin, & Chan, 2008). The convenience for accessing teacher-produced video
podcasts is certainly an advantage, but it cannot promote active learning (Litchfield,
Dyson, Wright, Pradhan, & Courtille, 2010).
The involvement of middle school students in planning and creating their own
video podcasts and how this engagement may promote active learning has not been
adequately considered. As an instructional strategy, the student-created video podcasts
open a door of opportunities for active learning that need to be examined. While Johnson
(2008) reported that student-created video podcasting is uncommon, with little attention
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in the literature, Kay (2012) suggested that additional research on the use of video
podcasting as an instructional strategy is needed.
Most of the literature about the use of video podcasting in education came from
examples of instructors in higher education creating such digital material to supplement
class content (Alpay & Gulati, 2010; Popova & Edirisingha, 2010; Abdous, Facer & Yen,
2012; Kay, 2012). Less is known about the effects of direct involvement of students in
designing and creating video podcasts with the purpose of promoting student
achievement (O’Bannon, Lubke, Beard, & Britt, 2011; Abdous et al., 2012; Hasan &
Hoon, 2013). While higher education captures most of the sample population in previous
research, other segments of the student population, such as K-12 and more specifically
the middle school level, are scarce in the literature and deserve time and attention (Kay &
Edwards, 2012; Santos-Green, Inan, & Maushak, 2014; Shankar-Brown & Brown, 2014;
Chen & Wu, 2015).
Therefore, the problem identified was the need to investigate the effects of
implementing student-created video podcasts to promote foreign language grammar
acquisition at the middle school level and find how students described such experience.
The use of student-created video podcasts as a multimedia instructional strategy and a
multimedia learning tool to enhance foreign language grammar acquisition by middle
school students needed to be investigated.

Dissertation Goal
The goal was to determine the effectiveness of implementing student-created
video podcasts as a multimedia instructional strategy to promote foreign language

6
grammar acquisition at the middle school level. In order to achieve the transfer of
passive voice grammar into procedural knowledge and promote communicative goals in
foreign language instruction, principles of CTML guided the design of the video podcasts
by middle school students to minimize extraneous load and maximize potential for deep
cognitive processing.
The use of student-generated video podcasts as an instructional and a learning tool
in foreign language instruction in the middle school level is important to a broad
constituency that includes educators, parents, administrators, and stakeholders. The
findings provide a comprehensive guide with respect to the implementation of studentcreated video podcasts in order to promote engagement and motivation in other content
areas and result in improved achievement. The proposed study also contributes to the
body of research on student-generated video podcasts by exploring a context that is
severely under-represented in K-12 education and more specifically in the middle school
segment. To guide the research process with the purpose of attaining the goal, the
following research questions were investigated and answered.

Research Questions
The following questions guided the study:
1. What has been reported in the literature about multimedia development by
students and its effect on learning?
2. What learner-centered learning theory will be used as a theoretical framework
by foreign language middle school students to guide the creation of the video
podcasts?
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3. What differences in terms of achievement exist between middle school
students who create a video podcast to promote foreign language grammar
acquisition and students who follow a traditional instructional approach?
4. How do the interviews with students help to understand their experiences
when using a student-created video podcast as an instructional strategy to
promote foreign language grammar acquisition?
5. How can the experiences that emerge from the quantitative and qualitative
data be useful to promote student achievement in other subject areas?

Relevance and Significance
With the appearance of the podcasting technology, the use of video podcasts in
education has occupied the central focus of research in the last 10 years while video
podcast pedagogy has been the least researched (Kay, 2012). The only two studies
reported by Kay (2012) that examined the pedagogical strategies for using video podcasts
focused their attention on higher education. This finding opens the door for further
investigation on the pedagogical strategies for implementing this technology and how this
approach may impact learning in other segments of the student population such as middle
schools (Kay & Edwards, 2012).
Three pedagogical strategies emerged from the literature. The receptive viewing,
which is by far the most common video podcast strategy, delivers teacher-directed
information to be viewed in a relatively passive manner by students. The problemsolving, also known as worked example, delivers teacher-developed information on how
to solve specific problems, and the student-generated video podcasts is the last and most
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uncommon strategy in which students plan and create their own academic-based video
podcasts (Kay, 2012).
Considering that student-generated video podcasting is the least researched of the
three pedagogical strategies reveals that more research was needed to examine how the
creation of video podcasts as a pedagogical strategy influences learning. It is also
significant that recent discoveries of the effects of student-generated video podcasts in
higher education, such as improving enquiry-based and independent learning in higher
education (Kemp, Mellor, Kotter, & Oosthoek, 2012), needed to be replicated and
validated in other educational settings such as middle schools (Kay & Edwards, 2012).
Although a few studies provided some evidence that the creation of video podcasts may
promote better understanding with the learning material in higher education (Alpay &
Gulati, 2010; Popova & Edirisingha, 2010), it was vital and significant to unveil if the
better understanding and consequent student achievement can also be replicated among
middle school students.
The study on the implementation of student-generated video podcasts as a
pedagogical strategy in middle schools is important to a broad constituency. The new
challenges to promote a higher thinking level and engagement allow teachers from all
segments in K-12 to be more receptive to utilizing innovative technologies available for
21st century learners such as the one proposed on this research. As stated by Crow
(2009), not only educators, but students are more receptive to learning and teaching with
these cutting edge technologies.
Aligned with the constructivist theory that indicates that learning occurs when
learners actively construct their own knowledge (Bruner, 1960), by providing
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opportunities and contexts to make sense of what is to be learned (Duffy & Jonassen,
1991), the study assists educators in considering if student-created video podcasts can
encourage students to generate their own representations of knowledge that is conducive
toward effective learning and student achievement. The study was justified in targeting
whether student-created video podcasting is still a viable learner-driven strategy that can
be implemented in middle schools with the purpose of promoting student achievement.

Barriers and Issues
The research conducted acknowledged the existence of potential barriers and
issues that needed to be primarily addressed to avoid an abnormal end and failure in
reaching the goals. Harris and Roberts (2003) suggest that recognizing barriers in
research not only involves acknowledging the possible problems, but most important,
preempting the potential challenges and taking the appropriate steps to overcome them.
The anticipated study barriers and issues fell into two categories: intrinsic and
extrinsic barriers. The intrinsic barriers gravitate around the rationale and procedures for
conducting the proposed mixed methods study and the behavioral framework that guide
the research. Even though the design of the study is up to the researcher, it was critical to
identify the reasons for using mixed methods as a methodology. Creswell (2015)
suggests that it is necessary to advance a rationale for the use of mixed methods in order
to convince readers about the proposed methodology.
The research questions for the study required the integration of quantitative and
qualitative data to provide the answers that could not be answered by quantitative or
qualitative approaches alone. The fourth and fifth questions were written following a
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combination mixed methods question for the explanatory sequential design, which is a
research question about mixing the quantitative and qualitative data proposed by
Creswell and Plano Clark (2011). This type of research question made the methods and
the content of the study explicit, and it is, according to their proponents, the most
recommended for being the most complete.
The data collection and the length of the study were procedural issues that also
needed careful consideration. Since sampling occurs in the quantitative and qualitative
phases, both the quantitative and qualitative data collections were related to each other
and not independent. Creswell and Plano Clark (2011) suggest that one builds on the
other regardless if the emphasis of the study is on the quantitative or qualitative data.
Considering that the primary focus of the explanatory sequential design is to explain
quantitative results with the collection and analysis of qualitative data (Creswell & Plano
Clark, 2011), the participants in the second phase comprised students who contributed in
the initial phase but from a much smaller sample. Creswell and Plano Clark (2011) argue
that the purpose of the explanatory sequential design is not to merge or compare the data,
but to collect enough qualitative data to find meaningful themes that explain the
quantitative results. Thus, the quantitative results guided the selection for participants for
the qualitative follow-up phase. Known as the systematic approach, this sample
procedure guarantees the selection of participants that can explain the phenomenon of
interest (Creswell & Plano Clark, 2011).
The time needed to implement the two phases was another issue that needed
careful planning. Gay, Mills, and Airasian (2011) advise that qualitative data collection
involves the collection of several data that takes more time to implement than the

11
quantitative phase. Even though limiting the number of participants in this phase could
have been helpful, Creswell and Plano Clark (2011) advise that allocating the appropriate
time for this phase must be budgeted. Other potential intrinsic barriers such as
developing relevant interview questions for the second phase, the integration of
qualitative and quantitative finds, and threats to validity will be discussed in further detail
in Chapter Three.
The extrinsic barriers were contingencies that were largely dependent on external
factors that could have been potential obstacles in pursuing the goals. The explanatory
sequential design faced a challenge in obtaining an expedited review from the
institutional review board (IRB) as voice and video recordings were collected throughout
the course of the study, and participants in the second phase were interviewed. Also, the
selection of participants for the second phase was not precisely determined until the
initial findings were obtained. Even though the IRB required a full submission of
procedures for data collection with the initial application, Creswell and Plano Clark
(2011) recommend notifying the IRB about the possibility of sending an addendum as the
plans for the follow-up phase may evolve from the results of the first phase. The
potential delay as a consequence of submitting an addendum to the IRB was taken into
consideration.
Another extrinsic barrier was the equipment needed for the participants to create
the video podcasts. The researcher installed Camtasia Studio® version 8.6.0 in all the
computers at one of the available labs at the research site. This software allowed students
to record their video presentations and edit the content.
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Scope of the Study
Limitations
The following factors that are beyond the control of the researcher were considered with
regards to the study’s results.


Participants in this research were middle school students that may not necessarily
represent all students from the same level; as a consequence, the results may not
be generalized.



The two-phase approach suggested for this study required a considerable amount
of time to implement (Creswell & Plano Clark, 2011).



The researcher did not have the luxury of building a research team to undertake
the mixed methods selected for the proposed study. Creswell (2015) suggests that
having team members with experience in quantitative and qualitative research
may facilitate the multidisciplinary interaction necessary to conduct a mixed
methods research.



The nuances associated with the use of technology may have influenced the
results even though time was not constrained by unexpected events.



Participants in the control group may have lost interest and motivation as they
found that participants in the experimental group were engaged in a different
strategy that can be perceived as desirable and being withheld from them. Known
as resentful demoralization of control group (Borg, 1984; Martella, Nelson,
Morgan, & Marchand-Martella, 2013), this threat to internal validity can be
understated by the presence of the John Henry effect, which occurs when
participants in the control group may actively work harder to overcome any
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potential disadvantage of being in the control group (Cook & Campbell, 1979).
Levin and Calcagno (2008) propose that this effort from participants in the control
group is unlikely to be marshaled or sustained under routine implementation.
Similar influence arises when the presence of the Hawthorne effect, which occurs
when participants perceive that they are receiving special treatment and improve
their behavior in response to their awareness of being observed (McCarney,
Warner, Lliffe, Van Haselen, Griffin, & Fisher, 2007; Oswald, Sherratt, & Smith,
2014), overstates the efficacy of the intervention when replicated routinely (Levin
& Calcagno, 2008). To minimize the effects of the aforementioned threats to
internal validity, Borg (1984) suggests a procedure that includes similar duration
of the treatments with similar levels of participation and demands, and similar
perceived value of the treatments. Borg (1984) proposes that treatments can be
presented in such way that may elicit equal desirability. This was accomplished
by following a similar procedure with both groups. Borg (1984) suggests the use
of the same number of contact hours and having the same instructor that uses the
same curricular content and have the same goal. Kocakaya (2011) also suggests
that the teacher should follow the same manner of representation to both groups
and participants in the control and experimental groups should be taught by the
same teacher.

Martella et al. (2013) advise conducting several observations in

both classes before the implementation of the independent variable to determine
the normal routine in each class. With the implementation of the independent
variable, the observation of the routines in both classes continued to confirm that
the teacher was not altering the routine or that participants were not being
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somewhat affected from potential threats. At the same time, it is important to
note that participants for the proposed study were quite familiar with
differentiated instruction in which teachers provide a great variety of strategies
within the same subject when delivering instruction to different groups. That may
include visuals, tactile, auditory, drills, fine arts, and technology. Saretsky (1975)
suggests that the John Henry effect is likely to occur when an innovated treatment
is introduced in such manner as to be perceived as threatening. Therefore, the
instructor made every effort to elicit equal desirability with both groups. It was
expected that the use of different strategies to master new grammatical concepts
instruction may have been seen by participants as another unit/topic in which
differentiated instruction was being utilized.

Delimitations
The following factors, although under the control of the researcher, were considered with
regards to the study’s results.


The explanatory sequential design proposed for the study involved the collection
of quantitative and qualitative data. They are related to each other and not
independent (Creswell & Plano Clark, 2011).



Participants were comprised of middle school students at a single school in
Gwinnett County, Georgia.



The study duration was limited to one single unit of foreign language grammar
instruction of Spanish level 1.
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A single researcher conducted the study. The researcher, who acted as a teacher
during the study, was in charge of conducting the investigation. The possibility of
research bias by this dual role was minimized as much as possible by calling
experts who reviewed the process and provided their inputs.

Acronyms and Definition of Terms
Acronyms
1. ACT – Information and Communication Technology
2. AEQ – Achievement Emotions Questionnaire
3. CCRPI – College and Career Ready Performance Index
4. CERI – Cognitive Enhancement Research Institute
5. CTML – Cognitive Theory of Multimedia Learning
6. ICT – Information and Communications Technology
7. PDAs – Personal Digital Assistants

Definitions of Terms
College and Career Ready Performance Index – It is a comprehensive school
improvement, accountability, and communication platform for all educational
stakeholders that will promote college and career readiness for all Georgia public school
students. (Georgia Department of Education, n.d).
Constructivist Theory – Learning occurs when learners actively construct their
own knowledge when providing opportunities and contexts to make sense of what is to be
learned (Bruner, 1960; Duffy & Jonassen, 1991).
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Dual-Channel Assumption – It suggests that humans have the ability to process
information based on how the material is presented. Verbal material, such as spoken or
printed words, is processed by the auditory/verbal channel, while non-verbal material,
such as pictures, video, animation, or background sounds, is processed by the
visual/pictorial channel (Mayer & Moreno, 2003).
Georgia School of Excellence – The Georgia Schools of Excellence is a program
that honors schools from each of the state's 14 congressional districts. Elementary,
middle, and high schools that are either academically superior or demonstrate dramatic
gains in student achievement are awarded with the Georgia School of Excellence
recognition (Georgia Department of Education, n.d.).
Grammar – A system of meaningful structures and patterns that are governed by
particular pragmatic constrains (Larsen-Freeman, 2009).
Limited Capacity Assumption – It suggests that working memory can only process
a limited amount of information at one time (Mayer, 2005).
Meaningful Learning – When students are encouraged to actively engage in the
construction of new knowledge structures through experience (Ng’ambi & Lombe, 2012).
Multimedia Learning – Multimedia learning is a cognitive theory proposed by
Richard E. Mayer (2005) that asserts that people learn more deeply from words and
pictures than from words alone.
Personalization – when conversational style is used in the video podcast
presentation rather than using a formal style (Mayer, 2009).
Pre-training – when key concepts and terms are previously introduced by the
teacher (Mayer, 2009).
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Segmentation – When complex material is divided into meaningful segments
(Mayer & Moreno, 2003).
Signaling – When essential material is highlighted or cued (Mayer & Moreno,
2003).
Video Podcasting – It is a term used to designate the transfer of video files in a
digital format over the Internet (McGarr, 2009).
Voice – when the message is delivered by a friendly human voice rather than
using a machine voice or a foreign-accented human voice (Mayer, 2009).
Weeding – When irrelevant material is removed with the purpose of reducing the
negative cognitive effects of extraneous content (Mayer & Moreno, 2003).

Organization of the Study
The study began with the context for the research and stating where the research
was to be conducted. The problem was then identified by using current literature that
substantiated the need for the study. The goal was presented with a set of five research
questions that guided the study followed by the relevance and significance, the barriers
and issues, the scope of the study, and the definitions and acronyms.
The following chapter contains a comprehensive review of the literature about the
use of video podcasting in middle schools to provide the knowledge base upon which the
study will be developed. Chapter Three describes the methodology, which includes the
design, approach, procedures, data collection, how the findings are presented, and the
resources that will be used. Chapter Four presents the results by including an objective
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description and analysis of the findings, and Chapter Five concludes the report by
presenting the conclusions, implications, recommendations, and a summary.
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Chapter 2
Review of the Literature
This chapter presents a comprehensive review of the literature about the use of
video podcasting in middle schools to create a solid foundation for advancing knowledge
in this technology and uncover potential areas where research is needed. Although video
podcasting has seen a considerable rise in usage over the last few years, Parson, Reddy,
Wood and Senior (2009) point out that video podcasting is still a new technological
frontier in education with a great deal of literature, particularly on higher education. In
contrast, Blok and Godsk (2009) suggest that video podcasting, in relation to teaching
and learning, has a very young literature. This finding seems to be more relevant in the
middle school setting. Kay (2012) found that from the 53 studies conducted on video
podcasting from 2002 to 2011, only three focused on its use in middle schools.
This review examined the ways in which video podcasting has been used in
middle schools by synthetizing previous research findings, analyzing the use of video
podcasting as a learning tool, and presenting the benefits and challenges of using the
technology. A brief overview of this technology that includes its beginnings, growth,
equipment, and types of video podcasts will also be presented.
Even though this review comprises a careful examination of the existing body of
knowledge on video podcasting in middle schools, other settings may be referred to only
to enhance the understanding of its use in education with the purpose of substantiating the
presence of a research problem that justifies the proposed study.
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Cognitive Theory of Multimedia Learning
Multimedia learning is a cognitive theory proposed by Richard E. Mayer (2005)
that incorporates previous theories on how people learn. Based on Baddeley’s model of
working memory, Paivio’s dual coding theory, and Sweller’s theory of cognitive load,
Mayer (2005) asserts that people learn more deeply from words and pictures than from
words alone.
Mayer and Moreno (2003), argue that information that is received through two
channels is better processed and stored than information received from just one sensory
channel. The Dual-Channel assumption, which is the first of the three assumptions of the
CTML, suggests that humans have the ability to process information based on how the
material is presented. Verbal material, such as spoken or printed words, is processed by
the auditory/verbal channel, while non-verbal material, such as pictures, video,
animation, or background sounds, is processed by the visual/pictorial channel. This
assumption, which is based on Paivio’s (1986) dual-coding theory, contends that for
some advanced learners, visual information can be represented in the auditory channel
and vice versa. This cross-channel event illustrates the capacity that learners have to
handle auditory and visual information at the same time. Despite the ability for
converting representations, and selecting the appropriate presentation of learning topics
by the students, Mayer and Moreno (2003) warn designers of multimedia learning about
exceeding the student’s cognitive capacity. As suggested by Paas, Tuovinen, Tabbers,
and Van Gerven (2003), the development of instructional methods, such as multimedia
learning, should be of major consideration when designing instruction due to the use of
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student’s limited cognitive processing capacity, which is closely related to the limitations
of working memory.
The second assumption, known as the limited capacity, suggests that working
memory can only process a limited amount of information at one time. Based on
Sweller’s (1988, 1994, 2005) cognitive load theory, DeLeeuw and Mayer (2008) theorize
that during learning there are three types of cognitive processing that contribute to
cognitive load in multimedia learning. Table 1 offers a summary of the three ways of
creating cognitive load with examples in multimedia learning.

Table 1
Three Ways of Creating Cognitive Load in Multimedia Learning
Type of
Cognitive Load

Example of cognitive load manipulation

Redundant: Multimedia product synchronizes
animation, narration, and on-screen text.
Extraneous load Redundancy
Non-redundant: Multimedia product synchronizes
animation and narration.
High complexity: Multimedia product contains many
interacting concepts.
Intrinsic or
Complexity
essential load
Low-complexity: Multimedia product contains few
interacting concepts.
Low-transfer: Student opts for not engaging in deep
cognitive processing during learning.
Germane or
Transfer
generative load
High-transfer: Student engages in deep cognitive
processing during learning.
Note: This table summarizes the three ways of creating cognitive load in multimedia
learning as suggested by DeLeeuw and Mayer (2008).
According to Mayer (2009) this model, also known as the triarchic model of
cognitive load, summarizes the main objective of multimedia learning which is to
“manage essential processing, reduce extraneous processing to foster generative
processing (p. 57).
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De Jong (2010) advises that when cognitive overload occurs and working
memory capacity is exceeded, learning can be hindered. Ocepek, Bosnic, Nancovska,
and Rugelj (2013) suggest that to avoid cognitive overload and stress, multimedia
designers should use appropriate learning materials and guide students through the
learning process. Chen and Sun (2012) found that inappropriate multimedia material
may cause stress on students with negative consequences, such as unchanged learning
performance.
Ocepek et al. (2013) discuss the importance of understanding students’ learning
styles to recommend appropriate multimedia presentations for different learners. As
stated by Reed (2006), the effectiveness of using multimedia learning can be enhanced by
providing richer environments in which learners can actively engage in cognitive
processing to foster meaningful learning. This is precisely the last of the three
assumptions of the CTML, the active processing. Mayer (2005) suggests that learners
should actively engage in cognitive processing for learning to occur. Sorden (2013)
explains that under this assumption learners focus their attention on relevant information
that, once integrated with prior information, can be organized into a new coherent mental
structure. Mayer (2005) summarizes the assumption as simply making sense of
multimedia presentation.
According to Ibrahim (2012), the previous assumptions of the CTML provide a
useful framework to explain the cognitive processing during learning from a wide variety
of multimedia presentations. Using this theoretical framework, Ibrahim (2012)
conducted a quasi-experimental study to assess the effect of instructional videos and
students’ knowledge acquisition among 226 undergraduate students in a large
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Midwestern university in the United States. Using a modified version of a professionally
produced 34 minutes long video about insects that followed the CTML principles of
segmentation, signaling, and weeding, the study found that even though educational
videos have the potential to improve learning, they can be very demanding for the
learners’ cognitive system when large amounts of visual and auditory stimuli are
prompted at one time. Ibrahim (2012) suggested conducting an empirical test with
shorter videos to determine their effectiveness on the students’ cognitive and learning
outcomes.
Lin, Hung, and Chang (2013) analyzed the effects of different multimedia
materials on student performance and preference. Using textual descriptions, audio,
games, and animations, Lin et al. (2013) explored the performance and reliability
between these static and dynamic multimedia materials among 17 college students in
Taiwan. The authors found that animated and game-based materials provided the most
positive impact on students’ performance and preference. These types of multimedia
presentations were favored by 64.7% of the students interviewed. Static materials were
perceived as beneficial by 23.5% of the students and audio materials by 11.8%.
Animated materials were credited for helping students to understand complex
information by allowing them to conduct mental representations and imaginary
processing, while game based materials were credited for enhancing problem-solving
skills by motivating learners to interact with different game scenarios that helped them to
resolve the problems.
The impact of multimedia design and development to improve performance of
middle school students has also been a subject of research. Ardaç and Unal (2008)
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examined how changes in the amount of on-screen text influenced student learning from
a multimedia presentation of coordinate geometry among seventh graders. Using pretest, post-test and retention scores, Ardaç and Unal (2008) found that students with high
memory for symbolic interpretations performed significantly higher than students with
low memory when working with the whole-text version. The authors suggested that
students with higher levels of memory have a higher capacity for encoding information.
The ability to unite verbal and pictorial representations may explain the difference
regardless the size of the presentation.
Chen and Sun (2012) also investigated how selected multimedia materials with
low cognitive loads affected the emotions and learning performance of fifth graders with
visual and verbal cognitive styles in Taiwan. Multimedia materials such as text and
images, video, and animated interaction were chosen with intrinsic and extraneous
cognitive loads. Using the Achievement Emotions Questionnaire (AEQ) suggested by
Pekrun, Goetz, Frenzel, Barchfeld, and Perry (2011) as framework to measure students’
emotions and ultimately learning and performance, the authors found that video-based
multimedia material caused a superior learning performance for verbalizers while other
dynamic multimedia material such videos and animations showed to be more beneficial
for visualizers than static multimedia materials that solely contained text and images.

Foreign Language Grammar Instruction
According to Plass and Jones (2010), grammar instruction has been historically
identified with two instructional approaches: the structural and the cognitive approach.
Proponents of the structural approach assert that grammar is eminently teachable, and it
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must be taught orally through drills and practice to finally allow students to respond to
spoken prompts.
Koehler et al. (2011) identify this approach as deductive, in which grammar form
is the main focus of the instruction, and it does not necessarily occur within a cultural or
academic learning context. Despite helping students in learning the rules, the structural
approach, also identified by Larsen-Freeman (2009) as the three Ps- present, practice,
produce, has been highly criticized because students fail to apply their knowledge of
grammar in real communication and when making meaning (Long & Doughty, 2009).
Criticism of this approach is not new. Twenty years ago, the disassociation between
theory and practice was already considered the most serious problem for this traditional
approach to grammar (VanPatten, 1996).
The cognitive approach emphasizes that prior knowledge is activated to allow
students to build the cognitive skills required to understand, process, and interact with
language. Koehler, et al. (2011) identify this approach as inductive, in which
grammatical functions are directly associated with words, structures, and images by using
a dynamic immersion method.
Plass and Jones (2010) proposed a model of cognitive processing in second
language acquisition to support the development of input, interaction, and output
competencies. According to the integrated model, second language acquisition can be
facilitated from comprehensible input in the forms of pictures and text. Figure 1 shows
the integrated model as suggested by Plass and Jones (2010). The use of multimedia
representations, according to the model, enhances the focusing attention and increases the
likelihood of noticing, also known as apperception or noticing. During the second stage,
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visual and verbal representation become intake by connecting text with images to form a
pictorial model. The final product of this integrated process is a comprehensible output
in the form of meaningful context to develop the ultimate goal of second language
acquisition, which is the learners’ communicative competency.

Selecting
words

Organizing
words

Verbal Text Base
Syntactic/Semantic

Verbal Input

Apperception

Pictorial Input

Verbal Model

Comprehension

Visual
Image Base

Selecting
images

Intake

Integrating

Learner’s
Linguistic
System

Output

Visual Model
Organizing
images

Figure 1. Integrated model of second-language acquisition with multimedia. Plass, J. L.
& Jones, L. C. (2010). Multimedia learning in second language acquisition. In R.E.
Mayer (Ed.), The Cambridge handbook of multimedia learning (pp. 467-488). New
York, NY: Cambridge University Press. (Original work published 2005).

Video Podcasting Overview
Video podcasting is a term used to designate the transfer of video files in a digital
format over the Internet (McGarr, 2009) via publishing and subscription models such as
Really Simple Syndication (RSS), an XML-based transmission system (Ho & Chou,
2009) with the purpose of providing an audiovisual experience to users (Copley, 2007).
An essential attribute of video podcasts is that these files are available for downloading
from the Internet into personal computers and portable or digital devices (Hur & Suh,
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2012; Coutinho & Mota, 2011; Sprague & Pixley, 2008). These devices, such as smart
phones, iPods, tablets, personal digital assistants (PDAs), and personal computers serve
as players to the transferred files (Litchfield et al., 2010). Video podcasting, which is the
main focus of this review, has been more often referred to in the literature as podcasting,
a broader term that not only includes video files, but audio files as well (Hur & Suh,
2012; Heilsen, 2010). Sprague and Pixley (2008) also suggest that podcasts are not
limited to just audio files. Other media formats, such as video and text, are also
considered a form of podcasts. Besides the use of audio, video, and text, Coutinho and
Mota (2011) also suggest the inclusion of images. Even some forms of Internet-based
radio shows are also considered podcasts (Piecka, Studnicki & Zuckerman-Parker, 2008).
Ozdener and Gungor (2010) suggest that podcasting cannot be used as a blanket term and
should be exclusively used for audio files, while video podcasting should be used for
video files.
According to Kay (2012), the first references to the use of video podcasts can be
dated as far back as 2002 with terms such as audiographs, video streaming, and
webcasting. Two years later, in 2004, the word podcasting was introduced as a result of
combining two different words: iPod, Apple’s portable media player, and broadcasting
(Ho & Chou, 2009). A year later, in 2005, with the launch of YouTube and the explosion
of video files over the Internet, the term video podcast was also introduced (Kay, 2012).
Video podcasting is also referred to in the literature as vodcasting and screencasting. The
prefix ‘vod’ derives from the expression Video On Demand, implying the capture of
video through a video camera, while screencasting derives from capturing the computer
user’s actions that are in most cases accompanied by audio (Rocha & Coutinho, 2010).
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The explosive development of video files over the Internet has been attributed to
the launch of YouTube in February of 2005, and to the increase and availability of
bandwidth (Kay, 2012). Piecka et al. (2008) found that in 2005, within just five months
of YouTube’s launch, the number of video files available on YouTube went from three
million to 20 million files. Originally created with the purpose of uploading, viewing and
sharing videos for entertainment, YouTube received more than 100 million views per day
in 2006. YouTube is now also a free source of countless educational videos that in 2011
received more than three billion visits per day (Kay, 2012) and more than four billion in
2012 (Oreskovic, 2012). Making reference to the introduction of high speed Internet in
homes and schools, Brenner and Rainie (2012) reported that the number of American
households that have broadband connections at home has risen steadily from 42% in
2006 to 65% in 2012. Other factors that Piecka et al. (2008) suggest as contributors for
this explosive development are the pervasiness of the Internet, the given nature of
multimedia PC, the commonness of MP3 playback devices, and the undistinguishable,
streaming and downloading of media content.
Even though all video files found over the Internet cannot be catalogued as video
podcasts, some studies suggest that the number of video podcasts available has emerged
as a phenomenon that is growing at an exponential rate. Tinker, Horwitz, Bannasch,
Staudt, and Vincent (2007) found that over 30,000 podcasts were available online in
2007. Within a year, that number was tripled. Sprague and Pixley (2008) indicate that in
2008, the iTunes store had over 100,000 podcasts available on a wide variety of
educational subjects. This number does not include all the other networks that also host
educational video podcasts.
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Another factor that evidences the growth of video podcasting in education is the
number of peer-reviewed articles that have been written since 2006. According to Kay
(2012), 53 new articles about the use of video podcasts in education have been published.
It is interesting to note that the predominant sample population among the 53 studies
involves undergraduate students with 38 studies, while only three studies focus on middle
school students.
Affordability and accessibility emerged as two critical elements that have
contributed to the popularity of this technology in education. Criswell (2008) indicates
that podcasting does not require expensive equipment. The required software and
equipment can cost little to nothing. Tinker et al. (2007) suggest that most teachers
already possess most of the required equipment that may consist of a computer,
headphones, a microphone, and software like Audacity, which can be downloaded for
free. Tarasiuk (2009) asserts that students can record their podcasts by simply using a
laptop computer and a microphone. Concerning the microphones, Sprague and Pixley
(2008) indicate that they can either be the built-in microphone most computers or laptops
have, or an external one that can be found for a very low price.
In terms of accessibility, Coutinho and Mota (2011) found that direct interaction
via the Internet is a way to find and access video podcasts on a wide variety of subjects
and topics. Video podcasts can be found on many online directories such as iTunes
University, the Education Podcast Network, Podscope, Podcast Alley, Yahoo! Podcasts,
and others (Sprague & Pixley, 2008). In addition to these specialized networks, many
teachers and students have also created their own channels with thousands of video
podcasts to supplement their curriculums. Teachers at Massaponax High School in
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Table 2
Types of Video Podcasts

Category
Purpose

Sub-Category
Lecture-based
Enhanced
Supplementary

Worked Examples

Segmentation

Non-segmented

Segmented

Pedagogy

Receptive Viewing

Problem-solving

Created video
podcasts
Academic
Focus

Practical skills

Conceptual

Characteristics
Entire lectures that can be recorded for future
references and review.
Capturing of PowerPoint slides in a video format
with an audio explanation.
This type of video podcasting may help broaden or
deepen student comprehension in the form of
summaries of class lectures or textbook material.
They may include administrative support.
Video explanations that may help students solve
specific problems, often in the areas of science or
mathematics.
Entire lectures that can be watched using player
controls to enact and change or adjust the process of
watching the video podcast.
Video podcasts that are split in smaller portions to be
searched and viewed based on the user’s needs.

Students can view the recording in a passive manner.
Desired segments can be reviewed slowly. This type
of video podcast is the most popular.
Video podcasts deliver information and are designed
to clarify, articulate and assist learners in problemsolving.
Learning takes place when students investigate,
collaborate, and create video podcasts. The studentcreated approach is uncommon.
This type, also called specific problem, is regularly
short in length or segmented and represents a
common type of video podcasting.
This type of video podcasts targets higher level
concepts. The opposite of practical skills, this form
tends to be long and may be segmented.

Note. This table summarizes the types of video podcasts developed by Kay (2012).

Virginia, for example, have created podcasts for reviewing purposes (Sprague & Pixley,
2008), while middle school students at Longfellow Middle School in La Crosse,
Wisconsin have been producing podcasts in writing classes in conjunction with other
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subjects such as social studies, science, and math (Davis & McGrail, 2009). Our City
Podcast is another example of students creating and sharing podcasts with other students
around the globe about the places in which they live (Tinker et al., 2007).
Grounded in the literature over the past six years, Kay (2012) proposed a
categorization of video podcasts that significantly varies in purpose, segmentation,
pedagogical strategy, and academic focus. Table 2 offers a summary of these four types
of video podcasts. Notice that video podcasts can also be classified in sub categories
that, according to Kay (2012), have been stabilized over the last six years.

Podcasting and Video Podcasting Research
Although podcasting, including all of its forms, is a fairly new technology, it has
gained a considerable amount of attention over the last few years (Blok & Godsk, 2009).
There is an ever-growing body of literature that describes the multiple uses of podcasting
and video podcasting in teaching, marketing, and promoting lifelong learning among
administrators, instructors, and students, particularly in higher education (Lomicka &
Lord, 2011). Four literature reviews that targeted the use of podcasting in education have
been published in the last four years (Hew, 2009; McGarr, 2009; Heilsen, 2010; Kay,
2012).
Hew (2009) found that most of the 11 peer-reviewed articles examined were
descriptive studies. Even though they focused solely on audio podcasts, they provided
valuable insights that can also be considered with video podcasts. The opportunity to
review missed concepts or material not understood during class was considered the main
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benefit of this technology while podcasts were most commonly used for either lecturing
or supplementing course materials.
McGarr (2009) examined seven peer-reviewed articles on the use of audio
podcasting and video podcasting in higher education. This theoretical review focused
mainly on the descriptive results and did not provide an analysis of each type of podcast
nor their contributions in education as well as their benefits and challenges.
Heilsen (2010) also examined 13 peer-reviewed articles on the use of audio
podcasting and video podcasting in education. Not considered a comprehensive review,
this paper found limited evidence in support of learning gains by using podcasting in
education, but concluded that affective and cognitive attitudes were positive.
Kay (2012) provided a comprehensive review of research on video podcasts. The
article asserts to be a systematic review of over 50 peer-review articles from 2002 to
2011. Focusing exclusively on video podcasts, this review offered a comprehensive
analysis of the benefits and challenges while explored opportunities to expand
forthcoming research. This review revealed critical findings about the focus of video
podcast research in the last 10 years and context of video podcast use. Table 3 offers a
summary of the focus of video podcast research. Notice that from a total of 53 studies on
video podcasting, the use of video podcasts in education occupied the central focus of
research while video podcast pedagogy was the least researched. According to Kay
(2012), the diversity on focus made it impossible to conduct a meta-analysis study.

33
Table 3
Focus of Video Podcast Research
Number of Studies

Focus

n=30

Use of video podcasts

n=11

Comparison of video podcasts with other teaching strategies

n=5

Evaluation of the high quality of video podcasts

n=3

Literature reviews

n=2

Creation of video podcasts

n=1

Video podcast pedagogy

Note. This table summarizes the focus of video podcast research found by Kay (2012).

The leading sample population examined by Kay (2012) in the 53 studies
consisted of undergraduate students. Table 4 offers a summary of the context of video
podcast use in terms of population, which also reveals that only three studies focused on
middle school students.
Table 4
Context of Video Podcasts Use: Population
Number of Studies

Sample Population

n=38

Undergraduate students

n=8

Graduate students

n=4

Teachers

n=4

Secondary school students

n=3

Middle school students

n=2

Elementary school students

n=1

Professionals

Note. This table summarizes the sample population on video podcasts research found by Kay (2012).
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In terms of subject areas, Kay (2012) found that science and technology was
dominant with 17 studies. Table 5 summarizes the main subject areas found in the 53
studies reviewed.

Table 5
Context of Video Podcasts Use: Subject Areas
Number of Studies

Subject Areas

n=17

Science and technology

n=15

Arts

n=11

Health

n=6

Variety of subject areas

n=4

Mathematics

n=3

General education

Note. This table summarizes the subject areas of video podcast research found by Kay (2012).

Concerning middle schools, Piecka et al. (2008) reported that teachers coming
from the content areas of English language arts, foreign languages, science, social
studies, music, and cross-curricular subjects are the most interested in adopting video
podcasting. Coutinho and Mota (2011) reported a similar finding, with visual and
technological education as the most suited disciplines for using this tool, followed by
foreign language and natural sciences.
Although research linking video podcasting to learning outcomes in middle
school is still limited, the review has found that students in general agreed on the value of
video podcasts as a learning tool (Hew, 2009; McGarr, 2009; Heilsen, 2010; Popova &
Edirisingha, 2010; Kay, 2012; Hur & Suh, 2012). This finding has been persistently
questioned in the literature reviewed for the use of empirical research methods that are
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merely based on questionnaires and interviews without conducting proper and suitable
experiments that answer the fundamental question about how video podcasting can
improve teaching and learning in middle schools (Hur & Suh, 2012). According to Hew
(2009), the only use of empirical research on the use of video podcasting as a learning
tool might bring a poor theoretical rationale and justification as a result.
Based on data obtained from a survey and informal talks with 11 Korean students
with limited English proficiency who were enrolled in English as a second language
classes, Hurt and Suh (2012) found that students also valued the use video podcasts for
lesson reviews, test preparation, and homework completion. Auditory learners have been
identified as the type of learners that are most benefited by using podcasting (Piecka et
al., 2008). The use of this technology allows learners to learn best by hearing
information at their own pace. Piecka et al. (2008) suggest that the power of the human
voice is a key factor that goes beyond an audible instructional technology that also helps
introverted and unmotivated students improve performance by reducing shyness,
decreasing student anxiety, and increasing motivation. Another group of students that
have been identified as beneficiaries when using video podcasts are those with a
moderate to weak short-term memory. De Boer, Kommers, and Brock (2011) found that
students with weak short-term memory tend to review video podcasting more often than
students with a stronger short-term memory.
Conducting an empirical study with 20 Portuguese students from a 6th grade music
education class, Coutinho and Mota (2011) asked students for three adjectives that best
characterized their experience with podcasting. Overwhelmingly students expressed their
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positive experience by using adjectives such as interesting, amusing, good, educational,
cute, and fun.
Patterns of viewing behavior have also emerged from the literature review.
Heilsen (2010) reported that students favored viewing video podcasts outside school,
preferably in a quiet room and in front of a computer. Hew (2009) also found that
students preferred to use their personal computers rather than using mobile devices.
Another study has found that podcast content may have an influence on device selection
(Walls, Kucsera, Walker, Acee, McVaugh, & Robinson, 2010). Students have preference
for mobile devices to watch supplementary video podcasts, while lecture videos are
mostly viewed on personal computers. The effectiveness of viewing a video podcast on a
mobile platform can be, according to McGarr (2009), limited by the cognitive abilities
needed to process, deconstruct, and interpret information.
Another behavior with respect to viewing video podcasts that emerged from the
literature is that students opt to view video podcasts in preparation for exams (Heilsen,
2010). In this regard, Chester, Buntine, Hammond, and Atkinson (2011) found that more
than half of the 273 students interviewed had used the podcasts for examination
preparation. Other reasons found by Chester et al. (2011) for video podcasts use include
catching up on missing information, reviewing material, and revisiting complex material.
The preferred viewing style of a student, which is defined by De Boer et al.
(2011) as the viewing style that carries the utmost recurrence, has been recently
considered as an important variable to understand video podcasting and how these styles
potentially influence the learning outcomes. According to De Boer et al. (2011) the
preferred viewing style can be influenced by many variables such as: (1) the

37
segmentation or not segmentation of the video podcasts, (2) the cognitive needs of the
user, (3) the innate cognitive abilities of the user, and (3) the low or high short-term
memory of the student. De Boer et al. (2011) also suggested that these none limited
factors have a close correlation with four distinctive styles as shown on table 6.

Table 6
Viewing Styles and Viewing Behavior
Viewing Style

Viewing Behavior

Linear

When a student watches a complete video podcast once

Elaboration

When a student watches a complete video podcast twice

Maintenance rehearsal When a student watches part of a video podcast repeatedly
Zapping

When a student skips through a video podcast and watches brief
segments

Note. This table describes viewing styles and behaviors as suggested by De Boer et al. (2011).

The viewing behavior of 50 undergraduate students in the Netherlands revealed
that cognitive need and student abilities were the main factors for some students to
change their viewing style and that not all students had a preferred viewing style for
watching video podcasts (De Boer et al., 2011). The strategy-oriented approach observed
by de Boer et al. (2011) was the source to propose the term viewing strategy when
students show the ability to switch among viewing styles.
When considering the affective attitudes toward video podcasts, Kay (2012)
analyzed previous research that considered this aspect to conclude that the students’
feelings or emotions were largely positive. Far from opinions or beliefs, this finding is
significant since affective attitudes, according to Kara (2009), have a positive influence
on the students’ behaviors and consequently on their performance. Three positive
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affective attitudes emerged from the literature reviewed: (1) students considered that
watching video podcasts was an enjoyable experience (Vajoczki, Watt, Marquis, &
Holshausen, 2010), to the point that students indicated that video podcasts were their
preferred format over audio podcasts, handouts, or any other supplementary lecture
materials (Copley, 2007), (2) students considered that video podcasts were satisfying and
quite useful (Traphagan, Kusera, & Kishi, 2010), to the point that they attended class less
frequently than students who preferred to attend the lectures, and (3) students considered
that video podcasts were motivating (Bolliger, Supanakorn, & Boggs, 2010). Even
though some aspects such as gender, class standing, and the quality of the video podcast
can affect student motivation, Bolliger et al. (2010) found that participants of the study
were overall highly motivated by the use of the video podcasts. Confidence and attention
also received high ratings as subcategories.
Among the reasons cited by Kay (2012) for increased motivation are the
prolonged engagement, significance, and the enthusiasm of producing video podcasts for
their peers. Fernandez, Simo, and Sallan (2009) found that students were interested in
video podcasts when the content was intellectually stimulating, and they wanted to watch
an exceptional lecture again. Trapagan et al. (2010) argued that convenience,
accessibility, and the flexibility of using video podcasts helped students reduce their
anxiety, particularly before testing, and helped students build connections with the
teacher and other students.
Positive cognitive attitudes with regards to video podcasts have also been reported
in the literature. Kay (2012) examined over 22 studies to conclude that about 85% of the
findings were positive. A significant number of cognitive attitudes with regards to video
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podcasts were detected and summarized as follows: (1) students found video podcasts
useful and very effective to improve their learning process, (2) students felt that video
podcasts helped them improve their reasoning, creativity, cooperation, communication,
and technology skills, and (3) students credited their positive performance results to the
use of video podcasts.
The visual nature of the video podcasts has also been analyzed in the literature
with respect to improving understanding. It is significant that 20 out of 21 students
interviewed by Hill and Nelson (2011) strongly agreed that video podcasts helped their
learning generally. Concerning visual learning associated with the video podcasts, half of
the respondents agreed that the visual images helped them to retrieve information, to
close knowledge gaps, to do better during testing by triggering their memory and helping
students to outline structured answers.
The impact of video podcasts on learning performance in higher education has
been generously reported with fewer reports on the effects on middle school students.
Boster, Meyer, Roberto, Lindsey, Smith, Inge, and Strome (2007) conducted a quasiexperimental study to determine the casual impact of video podcasting on mathematics
examination performance to a group of 3,019 middle school students from a large school
district in the Southwestern United States. The results showed that the mean difference
in mathematics examination performance of sixth and eighth-grade students who used
video podcasts was significantly higher than the mean in mathematics examination
performance of students who did not use the video podcasts. The authors found that
scores on the posttest examination were close to one-fifth of a standard deviation. Boster
et al. (2007) did not identify the factors that contributed to the gain in performance, but
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Kay (2012) reported that performance gain in higher education was partially dependent
on two factors: (1) previous knowledge on the subject, and (2) the type of podcast used.
Considering the type of podcasts used, Zhang, Zhou, Briggs, and Nunamaker (2006)
found that students who watched segmented video podcasts showed a significant
improvement in learning performance in comparison with students who watched nonsegmented video podcasts. Hill and Nelson (2011) suggested that video podcasts helped
students improve their performance when facts were required, while comprehension was
not strengthened by watching video podcasts.

Using Video Podcasts as a Learning Tool
The use of video podcasting as a learning tool in middle schools has recently been
reported in the literature. Kay (2012) found that video podcasts have become a great
potential tool to support student learning. He argued that in recent years, video podcasts
have turned into a natural source of information, motivation, and inspiration for students
and peers. Hur and Suh (2012) conducted an empirical study with English language
learners to examine the effective ways to integrate video podcasting for language
proficiency development. After surveying 11 Korean students with limited English
proficiency, they found that students favored the use of video podcasts to review daily
lessons and complete homework assignments properly.
Based on observations of the band director at Decorah Middle School in Decorah,
Iowa who used video podcasting as a tool to enrich student learning in the music class,
Criswell (2008) reported the following creative ways of using this tool:

41
1. For students to create a visual and auditory documentation of their
performances and academic achievement.
2. To showpiece solos and ensembles that cannot be performed into a major
concert.
3. As a way for students to research and create video projects on specific topics.
Davis and McGrail (2009) reported on the use of video podcasting to assist
students in proofreading revision. They argued that as this technology engages hearing
and seeing, the use of the teacher’s voice helps students find where their writing was not
understood or represented what they intended to say. Students reported that as a result of
using video podcasts for proofreading revision, they were proud of their new
understandings and encouraged to make meaning clearer to other readers. Piecka et al.
(2008) suggested several ways of using video podcasting as a learning tool in middle
schools (see Appendix A).
Coutinho and Mota (2011) suggested the following advantages of using video
podcasting in middle schools as a learning tool:
1. The video podcast provides a new strategy for teaching and learning that
promotes a greater interest in learning.
2. The video podcast is a tool that adjusts to learning at different rates.
3. The video podcast fosters meaningful learning in and outside the classroom.
4. The video podcast allows students to interact between the acts of talking and
listening by taking distance from the mere act of reading.
5. The video podcast enables collaborative learning as students are challenged to
work in groups to create high quality material.
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6. The video podcast promotes a greater interest in students as they prepare a
world-class text to be heard by the teacher, peers, or other students around the
world.
Even though no research was mentioned by Coutinho and Mota (2011) to support
these advantages, other studies present similar conclusions about the benefits of using
video podcasting in education (Popova & Edirisingha, 2010; Kay, 2012; Hur & Sun,
2012).

Benefits of Using Video Podcasting in Education
Video podcasting has been shown to offer numerous benefits to students. Even
though most of the current literature on this topic refers to the benefits on higher
education, the interest for identifying the benefits in K-12 has grown exponentially in the
last few years.
While some of the most recent findings in terms of the benefits seem to apply
exclusively to K-12 setting, the current body of knowledge provides evidence of benefits
that are common in both settings. Improving learning has been reported as the most
common benefit in the literature, followed by allowing students to learn when, where,
and the pace of their choice, as well as helping students to change study habits (Kay,
2012). Popova and Edirisingha (2010) also found common benefits, such as the
flexibility of this technology, the support that video podcasting provides for teaching and
learning in a variety of contexts and for a variety of purposes, and the affordability of
student-generated content to achieve higher levels and creative learning.
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Concerning the benefits of using video podcasting in middle schools, Tarasiuk
(2009) conducted research on students in this setting using video podcasting to encourage
them to interpret the meaning of selected writers to later apply these insights to their own
poems. The study revealed that poetry podcasts helped students improve their ability to
interpret meaning and promoted an appreciation of making meaning through their own
words, music, and images. Criswell (2008) reported that by using video podcasting in
music classes, teachers can turn centered activities into interactive and cross curricular
lessons. The study also suggested that video podcasts may enhance lesson units by
providing more opportunities to students to experience and retain content, assess their
own performance, and research and learn about famous composers.
Video podcasting has also been credited for helping students to improve their
logic and fluency. Davis and McGrail (2009) argued that as video podcasting engages
hearing and seeing senses, it creates a multisensory process that promotes learning.
Student-generated podcasts emerged from the literature as a technology that
promotes active learning through student engagement with content for the goal of concept
attainment with knowledge creation. Crow (2009) suggested that the level of
engagement in student-generated podcasts is perhaps the greatest benefit that this
technology provides to students. Sprague and Pixley (2008) also reported about the
benefits of creating video podcasts. They argued that students learn to communicate
successfully and speak effectively when they create the podcasts.
Piecka et al. (2008) conducted a project with the purpose of understanding if the
development and use of student-generated video podcasts had effect learning in a
seventh-grade grade science classroom. The study revealed several insights about other

44
potential benefits of using student-generated video podcasts in middle schools (see
Appendix B).
Regardless of who the creator of the video podcasts is, Sprague and Pixley (2008)
found that students who have access to this technology can extend the school day and be
more active in their own learning since video podcasting provides a learning environment
that can be meaningful and challenging. They also found that the latest developments on
video podcasting can be particularly useful for language development. In this regard, the
study suggested that students of English as a second language might learn English
quicker as a result of using video podcasting. In order to examine effective ways to
integrate video podcasting for the development of language learning, Hur and Sun (2012)
conducted a study among English language learners in a third and fourth grade
classroom. The authors found that video podcasts provided multiple listening
opportunities to explore and experience the target language by listening to native
speakers in authentic contexts as well as outside the classroom. With the advantage of
controlling the speed of playback, rewinding, or pausing as needed, video podcasting also
provides support to students with a wide range of abilities and skills.
Rosell-Aguilar (2007) also reported that language learning is a discipline that is
likely to benefit from video podcasting. The authors identified the following benefits for
language learning:
1. Video podcasts help students learn the history and culture of the target
language.
2. Video podcasts help students identify new vocabulary and grammar
structures.

45
3. Teachers can use video podcasting for a great variety of teaching materials
that requires multiple approaches in language learning. It also provides access
to a huge number of authentic inputs.
4. Spoken words help auditory or verbal learners clarify meaning.
5. Video podcasting can be useful to language learners as they provide visual
materials and audio resources.
6. The combination of visual and audio materials can help learners access
information more effectively.

Challenges of Creating and Using Video Podcasting in Education
Even though video podcasting has received favorable reviews with a remarkable
growth in K-12 in the last few years (Challoo & Livingston, 2008), some challenges with
respect to the use of this technology have emerged from the literature reviewed.
According to Kay (2012), the challenges for creating and using video podcasting in
education can be summarized in four areas that include technical issues, student
preferences, student awareness, and the students’ busy schedules. From the four areas,
technical issues emerged from the literature as the most critical challenge. After
examining the preferred mode of use and satisfaction with video podcasting among 273
undergraduate students in Australia, Chester et al. (2011) found that excessive file size
and difficulties with finding how to get video podcasts to work were among the major
concerns for not using this technology. Hill and Nelson (2011) also found that
downloading speed was among the major concerns reported by students who used video
podcasting to support the learning of exotic ecosystems. This concern and the display
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size were mainly associated with the use of old devices. Not having a mobile device was
also reported in the literature. McCombs and Liu (2007) found that non-podcasting users
simply did not use the podcasts for not having a mobile device.
Concerning technical issues in middle schools, Sprague and Pixley (2008) found
that the most difficult part in creating a video podcast was learning how to use an editing
software program. Challenges with respect to the audio, such as background noise and
frequent disruptions during taping, were also informed. Similar findings with respect to
audio were reported by Coutinho and Mota (2011). The stabilization of the volume and
knowing how to keep sound inputs in the same level as they were recorded directly from
the microphone were the main difficulties found by students on the technical features of
the software used.
The student’s preference was also a significant challenge identified in the
literature. When comparing the benefits of attending a lecture or watching a video
podcast, some studies have suggested that students preferred to attend a lecture.
O’Bannon et al. (2011) conducted a study among 69 future teachers attending a class
focused on the integration of technology into the K-12 curriculum at the University of
Tennessee. The study revealed that 67% of the participants watched most of the 18
episodes, but as the semester progressed, 30% did not watch the last three video podcasts.
Students who did not watch the video podcasts suggested that episodes were irrelevant to
their learning goals. They argued that video podcasts simply read the same PowerPoint
slides used during the lecture, and for that reason, students did not find the video podcasts
helpful. Students who did not watch the video podcasts also argued that video podcasts
did not allow them to ask and receive immediate clarification on issues. Trying to assess
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the impact of video podcasting on lecture attendance, Chester et al. (2011) found that
50% of the 273 students interviewed chose not to use the video podcasts. Among other
reasons, students argued that they were not sufficient to support their needs and preferred
to rely solely on the face-to-face lectures.
Not having enough time to create and watch the video podcasts was also reported
as a challenge for using this technology. Conducting quantitative and qualitative research
concerning the employment of video podcasts to support learning and teaching, Hill and
Nelson (2011) found that 13 out of 22 college students cited a lack of time as the main
reason for not watching the latest video podcasts. Although the study did not provide
further details about the reasons behind the lack of time, Winterbottom (2007) revealed
that having to spend so much time in finding and watching the video podcasts might be a
reason behind this concern. Winterbottom (2007) conducted a study among students
taking an environmental science class at the University of Stirling, in the United
Kingdom to explore how students experienced the use of video podcasting as an
instructional tool. Even though 85% of the interviewed students responded positively,
7% responded negatively. Some students reported that video podcasting was a time
consuming activity for them. Pausing and rewinding the video podcasts were of
significant concern, including the time in finding the material.
Although no research was used to support the following report, Sprague and
Pixley (2008) suggested that some middle school teachers might find the creation of
video podcasts a challenging issue mainly because they do not have the time to produce
such material. The report suggested the following four reasons for many middle school
teachers not embracing this technology:
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1. Deciding the topics
2. Conducting the necessary research
3. Writing the script
4. Practicing before recording
5. Editing and uploading to a server
Less prominent, but also reported in the literature was the student’s awareness
about the availability of video podcasts as a resource material for their classes. Chester et
al. (2011) reported that 44% of students participating in a study at a large Australian
university (n=20) were not aware of the existence of the recordings.

Summary
The literature on the use of video podcasting with the purpose of promoting
student achievement in education revealed a great deal of its use in higher education with
a very young literature in middle schools. This finding was consistently reported
throughout the literature reviewed with a recurrent suggestion of expanding the sample
population to other settings, such as middle schools, to determine, among other areas,
how different this technology might impact middle school student’s learning (Kay, 2012;
Yerrick & Johnson, 2009; Challoo & Livingston, 2008).
The first section of the literature reviewed provided an overview of the video
podcast technology: its definition, developments in education, equipment, access and
types of video podcasts. Commonly referred to in the literature as podcasting, other
formats different than just audio files are also considered a form of podcasts. For the
purpose of this review, the video format, specifically referred to as video podcasts, is the
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main focus of the review. Despite being a new technology, the review found that video
podcasting has grown at an exponential rate. The increase of bandwidth, the growth of
broadband connections, the pervasiveness of the Internet, the explosion of portable and
digital devices that serve as players to the transferred files, and its accessibility as well as
affordability have emerged as factors that have contributed to the popularity of this
technology in education. This growth has been evidenced by the number of peerreviewed articles that have been published in the last few years. With more than 53
studies between 2006 and 2012, most of them dedicated to the use of video podcasts in
higher education, this review found that only three focused on the use of this technology
in middle schools.
The second section uncovered what has been researched and known in the body
of knowledge concerning focus, population, context of use, subject areas, viewing
behavior, cognitive and affective attitudes, impact on learning performance, and the
factors that contribute to losses or gain in performance of video podcasts in education.
These findings were based on four literature reviews from 2009 to 2012 (Hew, 2009;
McGarr, 2009; Heilsen, 2010; Kay, 2012).
Most of the studies on podcasting and video podcasting were descriptive, and
even though most of them refer specifically to the use of podcasting in education, they
may provide valuable insight that can be considered with video podcasts. Kay (2012)
categorized video podcasts into four types that vary in purpose, segmentation,
pedagogical strategy, and academic focus. Concerning the focus of research, the use of
video podcasting in education occupied the central attention, while video podcast
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pedagogy was the least researched. It is also revealed that the diversity of focus of the
studies on video podcasting made it impossible to conduct a meta-analysis.
Most of the reviewed research on video podcasts focuses its attention on higher
education, with only three studies on middle schools. Specifically related to the use of
video podcasting in education, science and technology dominate the subject areas in
higher education, while English language arts, foreign languages, and science are the
subject areas that are the most interested in adopting video podcasting.
According to Hur and Suh (2012) video podcasting is valued by the students for
providing help with lesson reviews, test preparation, and homework completion, while
Heilsen (2010) reported that students favored viewing video podcasts outside school.
Concerning device of preference, Hew (2009) reported that the personal computer was
preferred to viewing video podcasts over mobile devices.
Concerning viewing styles, De Boer et al. (2011) suggested a list of four that
include: linear, elaboration, maintenance rehearsal, and zapping. Cognitive need and the
student’s abilities emerged as the main factors for students selecting a particular style
while making clear that not all students had a preferred viewing style.
Three positive affective attitudes toward watching video podcasts that include an
enjoyable, satisfying, and motivating experience emerged from the literature reviewed,
while several cognitive attitudes were detected and summarized on this review as useful
and very effective to improve learning performance, reasoning, creativity, cooperation,
communication, and technology skills. Kay (2012) reported that students credited their
positive performance results to the use of video podcasts.
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While learning performance has been generously reported on higher education,
research pertaining to K-12, and specifically middle schools, is limited. Boster et al.
(2007) reported that scores of middle school students who used video podcasts were
higher than students who did not use them. This finding did not identify the factors that
contributed to the gain performance, but Kay (2012) suggested that previous knowledge
on the subject and the type of podcast used were factors that contributed to performance
gain in higher education.
The third section reports on the use of video podcasting as a learning tool in
middle schools with the inclusion of the perception and advantages of the use of this
technology. Hur and Suh (2012) reported on the use of this tool to review daily lessons
and complete homework assignments properly. Criswell (2008) reported three creative
ways of using video podcasting in the music classroom while Davis and McGrail (2009)
also reported on the use of video podcasting to assist students in proofreading revision.
This review also reported a list of 18 ways of using video podcasting as a learning tool in
middle schools as reported by Piecka et al. (2008). This section concluded with a list of
eight advantages of using video podcasting in middle schools reported by Countinho and
Motta (2011).
The fourth section presents a comprehensive list of benefits of using video
podcasting in education reported on the literature. Improving learning arose as the most
important benefit, followed by the flexibility that provides this technology. Improving
the ability to interpret meaning and helping students improve their logic and fluency also
emerged as critical benefits. Student-generated podcasts are particularly credited for
promoting active learning due to the high level of engagement. Piecka et al. (2008)
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reported a list of 18 potential benefits of using student-generated video podcasts in
middle schools. Language learning is also reported in the literature as a discipline that is
likely to benefit from video podcasting. Rosell-Aguilar (2007) suggested a list of six
benefits for language learning.
The last section reported on some of the challenges with respect to the use of this
technology. Kay (2012) summarized such challenges in four areas that include technical
issues, student preferences, student awareness, and the student’s busy schedules.
Technical issues were reported as the most critical challenge. Among the technical
issues, those that are related with audio were the most referred. Issues that include
background noise, continual disruptions, stabilization of volume, and level of inputs were
reported on the literature. Hill and Nelson (2011) found that downloading speed, and
display size were among other concerns, the main reported by students.
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Chapter 3
Methodology
This chapter outlines the methodology through which the current research was
accomplished. Research methods are identified along with the rationale for the
application of specific procedures. It also addresses how data were collected and
analyzed.

Overview
The use of video podcasting in education has been specifically associated with
helping students in gaining deeper learning and improving student performance as they
can combine visual and auditory representations into a single multimedia presentation
(Walker et al., 2011). However, very few studies of video podcasting in middle schools
have gone beyond the passive mode of watching teacher-produced content to one that
promotes active learning by students creating the video podcasts (Lee et al., 2008).
The problem identified was the need to investigate the effects of video podcasts
created by students to promote foreign language grammar acquisition at the middle
school level and find how students described such experience. In order to address this
problem, this investigation compared the effects of video podcasts created by students to
promote foreign language grammar acquisition to students who were given traditional
instruction.
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Research Design
Creswell and Plano Clark (2011) suggest that the use of one data source is not
sufficient when the components of the research questions entail the sum of quantitative
and qualitative strands. In such cases, it is necessary to use more than one source that
required the use of mixed methods in order to address the different types of questions.
Therefore, a two-phase design that included quantitative and qualitative methods of
research was selected.
The explanatory sequential design, which is a mixed methods that uses a
qualitative strand to explain initial quantitative results (Creswell, Plano Clark, Gutmann,
& Hanson, 2003), was used. The selected mixed methods, also known as the explanatory
design (Creswell & Plano Clark, 2011), or qualitative follow-up approach (Morgan,
1998), reflects the appropriate interaction, priority, timing, and mixing for the research
and made the study manageable and simple to implement and describe while ensuring
that the resulting design was rigorous, persuasive, and of high quality (Creswell et al.,
2003). Figure 2 shows the prototypical version of the explanatory sequential design as
proposed by Creswell and Plano Clark (2011).

Quantitative
Data Collection
and Analysis

Follow
up with

Qualitative
Data Collection
and Analysis

Interpretation

Figure 2. Prototypical version of the explanatory sequential design by J.W. Creswell,
and C.V.L. Plano Clark, 2011, Designing and Conducting Mixed Methods Research, 2nd
edition, p. 69. Copyright 2011 by SAGE Publications.
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STEP 1

STEP 2

STEP 3

STEP 4

Design and Implement the Quantitative Strand:
 State quantitative research questions and determine the
quantitative approach
 Obtain permissions.
 Identify the quantitative sample.
 Collect closed-ended data with instruments.
 Analyze the quantitative data using descriptive statistics and
inferential statistics to answer the quantitative research questions
and facilitate the selection of participants for the second phase.

Use Strategies to Follow From the Quantitative Results:
 Determine which results will be explained
 Use the quantitative results to
o refine the qualitative and mixed method questions,
o determine which participants will be selected for the qualitative
sample, and
o design qualitative data collection protocols.

Design and Implement the Qualitative Strand:
 State qualitative research questions that follow from the
quantitative results and determine the qualitative approach.
 Obtain permissions.
 Purposefully select a qualitative sample that can help explain the
quantitative results.
 Collect open-ended data protocols informed by the quantitative
results.
 Analyze the qualitative data using procedures of theme
development and those specific to the qualitative approach to
answer the qualitative and mixed methods research questions.

Interpret the Connected Results:
 Summarize and interpret the quantitative results.
 Summarize and interpret the qualitative results.
 Discuss to what extent and in what ways the qualitative results
help to explain the quantitative results.

Figure 3. Flowchart of the basic procedures in implementing an explanatory sequential
design by J.W. Creswell, and C.V.L. Plano Clark, 2011, Designing and Conducting
Mixed Methods Research, 2nd edition, p. 84. Copyright 2011 by SAGE Publications.
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The explanatory sequential design starts with the collection and analysis of
quantitative data. In this approach, the qualitative phase depends on the quantitative
results. Figure 3 shows the flowchart that describes the procedures in implementing the
design as suggested by Creswell and Plano Clark (2011).
During the quantitative phase, a double- pretest and posttest design approach to a
quasi-experimental design were used to collect quantitative data (Bell, 2010). The
double-pretest design is diagrammed as shown on Figure 4.

NR

O1

O2

NR

O1

O2

X

O3
O3

Figure 4. The double-pretest design as descripted by W.R. Sadish, T.D. Cook, and D.T.
Campbell, 2002, Experimental and Quasi-Experimental Designs for Generalized Causal
Inference, p. 145. Copyright 2002 by Wadsworth Cengage Learning.

In this design, NR represents non-randomization, O1 represents pretest 1, O2
represents pretest 2, X represents the treatment implemented, and O3 represents the
posttests (Cohen, Manion, & Morrison, 2011). According to the design, the control
group and the experimental group complete pretest 1, pretest 2 and the posttest, while the
treatment group is the only group that receives the research treatment.
The double- pretest design is according to Trochim and Donnelly (2007) a strong
quasi-experimental design with respect to internal validity. They argue that
nonequivalent groups are vulnerable to selection-maturation threats. The double-pretest
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design allows the researcher to understand possible biases in the main treatment analysis
by noticing changes from pretest 1 to pretest 2. If the control group and the experimental
group were maturing at different rates, that difference would have been present between
the pretests. In other words, if treatment effects emerge in the analysis of pretest 1 to
pretest 2, similar biases may exist in the analysis from pretest 2 to posttest. Consequently,
the study should be cautious on attributing differences on the posttest due to the
intervention. Trochim and Donnelly (2007) concluded that the double-pretest design
explicitly controls for selection-maturation threats.
During the qualitative phase, two focus group interviews were the primary form
of data collection. According to Barbour (2007) the use of focus groups has become a
major approach in qualitative research that in many cases are integrated with quantitative
methods. She also suggests that holding two focus groups with groups that present
similar characteristics may place the study on firmer ground. Barbour (2007) considers
the focus group a strong alternative to using single interviews as the data basis for
qualitative analysis. The interactional context in which participants report their
experiences and the way reports are produced has been described as an advantage of this
approach.
Considering that the explanatory sequential design involved first collecting,
analyzing, and using the data results to inform the follow-up qualitative data collection,
the focus group interview protocol was finalized once the quantitative analysis was
completed. According to Creswell and Plano Clark (2011), the qualitative phase is
designed to better understand the quantitative results by exploring the factors found to be
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significant in the quantitative phase. Therefore, the quantitative results that needed to be
further explained were taken into consideration.

Instrumentation
Hsu and Sandford (2010) state that instrumentation not only refers to the tools or
means that investigators use to measure variables or items of interest in the datacollection process such as surveys, tests, questionnaires, etc., but to the course of action
that includes developing, testing, and using the device. They go even further when
adding the conditions in which the instrument will be administered. This last factor
involves the procedure of establishing instrument validity and reliability to minimize
measurement errors.

Quantitative Instruments
Two instruments in the form of tests were used during the quantitative phase (See
Appendix C and D). The first instrument was the pretest 1 given to participants to
measure the outcome variable before the experimental manipulation was implemented.
The second instrument served as the pretest 2 and the posttest.
The instrument for the first pretest contained two sections. The first section
targeted previous knowledge of the verb ser (see Appendix C), while the second section
only targeted the uses of the verb estar (see Appendix D). Both sections assessed the use
of both verbs in all of their forms by asking students to complete mini conversations with
the correct forms of the verb ser in Spanish and fill in the blanks with the correct forms of
the verb estar to complete seven sets of mini-dialogues.
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The instrument for the second pretest consisted of a more complex assessment
that combines the use of both forms ser and estar (see Appendix E). According to
Rodriguez (2009) the use of both copular verbs by learners represents a challenge due to
the contrastive analysis and a greater cognitive demand to discriminate between the forms
ser and estar.
The posttest used the same set of questions used in the second pretest. It was
administered to determine if the video podcasts created by middle school students in
foreign language grammar instruction had a significant effect on students’ performance.
The philosophical assumption of the explanatory sequential approach, which
moves from a postpositivist orientation in the quantitative phase to a constructivist
orientation in the qualitative phase, is critical as it guides the development of instruments,
measures variables, and assesses statistical results. For the quantitative phase, a doublepretest and posttest were administered (Light, Calkins, Luna, & Drane, 2009). Figure 5
shows the procedure for conducting the quasi-experimental design.

Double-pretest - and Posttest Design
Selected Control
Group
Selected
Experimental
Group

Time

Double-pretest

No Treatment

Posttest

Double-pretest

Experimental
Treatment

Posttest

Figure 5. Procedure for conducting a quasi-experimental design as suggested by J.W.
Creswell, 2008, Educational Research, p. 314. Copyright 2008 by Pearson Education,
Inc.

The instruments for the double-pretest and posttest consisted of district-approved
grammar assessments used by the foreign language department in Gwinnett County
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Public Schools to assess student’s general knowledge of the English verb to be in the
forms of ser and estar in Spanish. The double-pretest and posttest are traditional
assessments that ask students the distinction in meaning of each verb, as well as the use
of both forms in real context. Knowing that a faulty instrument cannot accurately
measure changes in knowledge, the adopted instruments were developed in 2004 by an
experienced team of foreign language teachers at the Gwinnett County Public Schools
with the main purpose of creating valid and reliable assessments to assess the progress
toward the Academic Knowledge and Skills (AKS) approved the School Board. Since
then, these assessments have been yearly reviewed to accurately assess knowledge gains.
The reliability of the instruments was examined by using the alternative forms
reliability and the internal consistency reliability. As suggested by Creswell (2008), the
alternative forms reliability involves using two instruments that measure the same
variables and the scores correlate for the same group of individuals to the two
instruments. The study compared the scores of pretest 1 with the scores of pretest 2 that
measured similar items with same level of difficulty, and same types of scales to
determine if the two instruments were equivalent in the first place. As described in
Chapter Four, the study found that scores from the first instrument were equivalent to
scores on the second instrument. Thus, the confidence in the accuracy or reliability of the
scores from the first instrument was established.
The internal consistency reliability performed on the quantitative instruments
revealed that those instruments were reliable. This type of reliability was examined by
using a modified Kuder-Richardson split half test with the Spearman-Brown formula
(Thorndike, 1997), which estimates full-length test reliability by using all questions. The
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scores on the odd and even items of each instrument were introduced and analyzed with
the IBM® SPSS Statistics version 23.0. As shown on Table 7, the Spearman-Brown
coefficient values of .915, .815, and .918 established the internal reliability of all three
instruments used in the quantitative phase.

Table 7
Spearman-Brown Coefficients of Quantitative Instruments

Cronbach's Alpha

Part 1

Value
N of Items
Part 2
Value
N of Items
Total N of Items
Correlation Between Forms
Spearman-Brown
Equal Length
Coefficient
Unequal Length
Guttman Split-Half Coefficient

Pretest 1 Pretest 2 Posttest
.806
.585
.665
a
a
8
10
8a
.720
.737
.477
b
b
8
9
8b
16
19
16
.843
.688
.849
.915
.815
.918
.915
.815
.918
.913
.813
.901

The validity, which examines if the reported scores are valid, was also considered
by using the content validity, which is one of the three types of validity proposed by
Creswell (2008). According to the American Educational Research Association (AERA)
(1999), assessments cannot be considered intrinsically valid or invalid because its validity
is not in itself, but instead in the particular purpose intended for it. In concordance with
the previous assert and concerning content validity, Sireci and Faulkner-Bond (2014)
define content validity as the degree to which the content of a test is congruent with
testing purposes. This type of validity, which is non-statistical, comprises a systematic
analysis of the assessment content to decide if it includes a sample that represents the
behavior domain to be measured (Anastasi & Urbina, 1977). The three instruments
selected for the quantitative study and their specifications have been reviewed by a panel
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of experts at the foreign language department in Gwinnett County that have determined
their validity since 2004. The study also considered an additional examination that
followed a framework for evaluating test content suggested by Sireci and Faulkner-Bond
(2004). The framework included the following four elements of content validity: domain
definition, domain representation, domain relevance, and appropriateness of test
construction procedures. To accomplish this evaluation, two subject matter experts were
invited to review the four domains: the administrator in charge of testing at the school
site, and a foreign language teacher within the same school district who was familiar with
the content and curriculum. The domain definition was accomplished by reviewing the
content area and cognitive abilities the test was designed to measure. The domain
representation was completed by reviewing and rating all the tests items. The domain
relevance was accomplished by rating the degree to which test items were relevant to the
targeted domain. The fourth aspect of content validity, which is the appropriateness of
the test development process, was accomplished by the subject matter experts by making
sure that tests items did not measure irrelevant material. Accuracy and conformity to
standard principles of quality item writing were two of the quality control procedures
taken into consideration for this last domain. By gathering validity evidence based on
tests content, the subject matter experts concluded that all three instruments used during
the quantitative phase efficaciously met the four elements of content validity suggested
by Sireci and Faulkner-Bond (2013).
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Qualitative Instrument
As previously referred, during the qualitative phase, focus group interviews were
the primary form of data collection. The focus group interview protocol consisted of six
predetermined, open-ended questions with the purpose of collecting shared
understanding, experiences, and views from different participants. The first question
encouraged participants to share their experiences of creating a video podcast to explain
the verb to be in Spanish while making them comfortable with the discussion. The
following four questions, also called the core questions, got to the heart of the discussion
by allowing participants to talk and fully explain their experiences of creating a video
podcast. The last question checked to see if anything was missed during the discussion.
Each question had three to five probes to allow participants to expand in their responses
as necessary.
Creswell and Plano Clark (2011) suggest that reliability plays a minor role in
comparison to the validity in qualitative research. While validity refers to the ability to
measure what is supposed to be measured, reliability refers to the consistency of a
measure (Abramson, 2012). According to Poetschke (2002) and Patton (2002), reliability
in focus groups can only be pursued in the analysis of the data. Golafshani (2003)
suggests that trustworthiness, which is establishing confidence in the findings, is a crucial
element to ensure reliability. Guba (1981) posits that credibility, transferability,
dependability, and confirmability are four criteria that qualitative researchers should
follow to pursuit a trustworthy study. Shenton (2004) expanded the suggested quality
criterion by proposing a range of strategies to ensure trustworthiness in qualitative
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research projects. Table 8 shows the strategies selected to address Guba’s (1981) four
criteria for trustworthiness.
The validity was grounded on the two-dimensional framework for qualitative
inquiry proposed by Creswell and Miller (2000). The framework identifies nine validity
procedures from two perspectives: the lens used by the researcher to validate the study
and the researchers’ paradigm assumptions. The lens refers not only to the inquirer’s
viewpoint, but to the one used by study participants and reviewers that are not affiliated
with the project.
Table 8
Strategies that were used to Establish Confidence in the Findings

Quality Criterion

Strategies that Address Guba’s Four Criteria for Trustworthiness

 Adoption of appropriate well recognized research methods
 Development of early familiarity with culture of participating
organizations
 Triangulation via use of different type of participants.
 Tactics to help ensure honesty in participants
Credibility
 Debriefing sessions between researcher and superiors
 Peer scrutiny of project
 Description of background, qualifications and experience of the
researcher
 Member checks of data collected
 Provision of background data to establish context of study and
Transferability
detailed description of phenomenon in question to allow
comparisons to be made
 In-depth methodological description to allow study to be
Dependability
repeated
 Triangulation to reduce effect of investigator bias
 Admission of researcher’s beliefs and assumptions
Confirmability
 Recognition of shortcomings in study’s methods and their
potential effects
Note: This table shows the strategies that were used to establish confidence in the
findings as suggested by A. K. Shenton, 2004, Strategies for ensuring trustworthiness in
qualitative research projects, Education for Information, 22, p. 73. Copyright 2004 by
IOS Press.
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The paradigm assumptions, labeled by Guba and Lincoln (1994), are aligned with
the use of systematic forms of inquiry that employ rigorous standards and clearly
identified procedures. Table 9 shows the lens and paradigm assumptions with the nine
types of validity procedures selected.
Table 9
Validity Procedures within Qualitative Lens and Paradigm Assumptions
Paradigm
assumption/Lens
Lens of the
Researcher
Lens of Study
Participants

Postpositivist or
Systematic Paradigm
Triangulation
Member checking

Constructivist
Paradigm
Disconfirming
evidence
Prolonged
engagement in the
field

Critical Paradigm
Researcher
reflexivity
Collaboration

Lens of People
External to the
Thick, rich
The audit trail
Peer debriefing
Study (Reviewers,
description
Readers)
Note: This table shows the lens and paradigm assumptions to create a two-dimensional
framework for locating nine different types of validity procedures as suggested by J. W.
Creswell and D.L. Miller, 2000, Determining Validity in Qualitative Inquiry, Theory into
Practice, 39(3), p. 126. Copyright 2000 by the College of Education, The Ohio State
University.

Approach / Procedures / Research Questions
The study was conducted after the final approval from the Institutional Review
Board (IRB) at Nova Southeastern University, approval from Gwinnett County Public
Schools, and permission from the dissertation committee to begin the treatment. The
consent process consisted of the following two steps:
1. An email was sent to 66 parents or guardians of the eighth-grade students taking
Spanish level 1 at Osborne Middle School, notifying them of the investigator’s
interest in doing research in video podcasting (see Appendix G).
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2. The consent form was sent to the same 66 parents with a letter of research interest
and a pre-stamped envelope to return the signed form (see Appendix H).
Upon receipt of all 66 consent forms from parents, a teacher, who acted as a
recruiter, was invited to conduct the subject recruitment. The recruiter was an
engineering teacher at the same school who explained the study to the students. The
explanation followed the information included in the assent form for participation (see
Appendix I). After the explanation, the recruiter delivered the assent forms to the
potential participants, and they were given adequate time to decide if they wanted to
participate in the research.
A total of 66 students divided into two groups of 33 first took two districtapproved grammar assessments for the selected topic as a double-pretest to measure
students’ general knowledge of the English verb to be in the forms of ser and estar in
Spanish (see Appendix C, D and E). The next step was to apply the treatment conditions,
which lasted four weeks. During the experimental treatment, the instructor intervened to
alter the conditions of the experimental group. At the beginning, both groups received
the same traditional form of grammar instruction by the Spanish teacher, who was the
same individual that conducted the investigation. Then, the control group continued
using the traditional practices to master the selected vocabulary and grammatical
concepts while the experimental group was instructed in the process of developing a
student-created video podcast about the grammar topic selected for this study (see
Appendix J). Participants in the experimental group were also instructed on the use of six
multimedia design principles of CTML to minimize extraneous load and maximize
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potential for deep cognitive processing. During this step, the process to minimize threats
to internal validity was closely monitored as suggested by Creswell (2008).
The final step was to assess whether the treatment condition influenced an
outcome. A posttest measured the difference between the control and the experimental
groups. The resulting data were analyzed using paired samples t-test.
The quantitative results guided the development of the qualitative strand. As
suggested by Creswell and Plano Clark (2011), the identification of specific quantitative
results would call for additional explanations that can be revealed by using an interview
protocol to collect the data. The qualitative approach consisted of two focus group
interviews to collect shared understanding, experiences, and views from different
participants that were selected from the experimental group using the purposeful
sampling approach. Considering that the focus group interviews involved the collection
of data from participants in the forms of voice and video, a new consent form was send to
the parents of potential participants (see Appendix K). After securing the consent from
parents, the recruiter explained the focus group interview process to students. After the
explanation, the assent forms were delivered to the potential participants (see Appendix
L). The maximal variation sampling was the purposeful strategy followed to select two
groups of nine participants. According to Creswell (2008), this strategy is helpful when
participants display different characteristics and may offer different dimensions to the
study. Learning style, academic performance, and posttest results were some of the
characteristics considered for selecting the participants in this phase.
During the focus group interviews, open-ended questions were used to allow
participants to voice their experiences without any constraint. The answers were
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recorded and transcribed for analysis. Following Creswell’s (2008) advice, participants
were encouraged to talk, interact, and cooperate with each other. It is critical to foster the
best interview environment to yield the best information. During the last step of the
explanatory sequential design, the qualitative results were used to explain and add
insights to the quantitative results.
In order to accomplish the goal, the following procedures were implemented to
answer each question:

What has been reported in the literature about multimedia development by students and
its effect on learning?
A review of current literature provided the foundational field on multimedia
development and more precisely about the impact of video podcasting design and
development and its effect on learning. Video podcasting has been used in education as a
multimedia learning technology that attempts to follow the principles of the Cognitive
Theory of Multimedia Learning (CTML) as proposed by Mayer (2005). Video
podcasting is a multimedia instructional design that aims to use cognitive research to
combine verbal and non-verbal material in ways to maximize learning effectiveness
(Sorden, 2013). Therefore, CTML, foreign language grammar instruction and video
podcasting constitute the foundational fields upon which the work was built.

What learner-centered learning theory will be used as a theoretical framework to guide
the creation of the video podcasts by foreign language middle school students?
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The review of literature helped to identify a suitable learner-centered learning
theory that served as a theoretical framework to guide middle school students in the
creation of the video podcasts. Such theory considered the student’s cognitive capacity
and working memory in order to help students to manage essential processing, and to
reduce extraneous processing to foster generative processing.

What differences in terms of student achievement exist between middle school students
who create a video podcast to promote foreign language grammar acquisition and
students who follow a traditional instructional approach?
The quantitative phase of the explanatory sequential design (Creswell & Plano
Clark, 2011) was the methodological approach to be used to find the significance results
in the use of student-created video podcasts to promote foreign language grammar
acquisition in middle schools. A double-pretest and posttest were administered.

How do the interviews with students help to understand their experiences when using a
student-created video podcast as an instructional strategy to promote foreign language
grammar acquisition?
The qualitative phase of the explanatory sequential design (Creswell & Plano
Clark, 2011) was the methodological approach used to understand how students
experience this learning strategy. An interview protocol that used open-ended questions
was the approach to follow in a focus group interview to collect the data.
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How can the experiences that emerge from the quantitative and qualitative data be useful
to promote student achievement in other subject areas?
The qualitative phase of the explanatory sequential design (Creswell & Plano
Clark, 2011) was also used to follow up with participants’ experiences to explore possible
applications of using video podcasts in other subject areas to promote student
achievement. A focus group interview was the strategy in place to collect the data.

Data Collection
Data were not collected until final approval from the Institutional Review Board
(IRB) at Nova Southeastern University. Upon receipt of the IRB approval and consistent
with the suggested approach of using a mixed methods research, the data were collected
in two phases. According to Creswell and Plano Clark (2011), the data collection
procedures in the explanatory sequential design involve first collecting quantitative data,
analyzing the data, and using the results to inform the follow-up qualitative data
collection. Therefore, sampling was taken during the quantitative phase and the
qualitative phase. Under this design, both data collections are related to each other and
not independent. The following questions were taken into consideration before collecting
data:
1. How will participants be selected for both phases?
2. What sample size will be used for both strands?
3. What type of data will be collected from one phase to the other?
4. What will be the time commitment associated with each step in the research
project?
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Quantitative Data Collection
Quasi-experimental research that uses a double-pretest and posttest design was
used to collect quantitative data. The study compared two eighth-grade middle school
classes of 33 students who were taking Spanish I as a foreign language class. The study
used a convenience sampling approach, which is one of the nonprobability strategies due
to the pre-existence of groups and availability. According to Creswell (2008), this
sampling approach is useful when individuals represent characteristics that the
investigator is seeking to study. The study did not assign participants to either group.
Since rearranging classrooms for the purpose of this study was not an option due to the
disruption it would cause in a public school setting, the quasi-experimental design
seemed to offer a better design without causing a major disruption. A nonrandom
assignment to select the control group and the experimental group was the approach used.
According to Trochim (2006), each group can be arbitrarily selected as control and
experimental groups. Students in the control group did not participate in the treatment,
while students in the experimental group took part in the experimental treatment, which
consisted of creating a video podcast about the grammar in question by using six
multimedia design principles of the cognitive theory of multimedia learning selected for
this research.
To equate the characteristics of both groups, the data were collected by using a
double-pretest design. After the treatment, a posttest was administered to participants to
measure knowledge gained.
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Qualitative Data Collection
During the qualitative phase, the focus group interview approach was used as the
primary source of data collection. Whitney (2005) suggests that middle school students
enjoy gathering in groups to discuss their thoughts on topics important to them. Openended questions were used to gather information about the experiences of creating video
podcasts in the foreign language class with two focus group interviews.
Generating lively discussion and rich qualitative data that helps the researcher to
understand the “why?” is one of the most critical issues when conducting a focus group
interview. Jayanthi and Nelson (2002) indicate that the real strength of focus groups is to
gain insights into the reasons that respond to the why. They argue that using open-ended
questions help the researcher to explore participants’ comments, as they are more willing
to share their experiences among peers that share the same concerns and interests, and the
atmosphere of the focus group encourages participants to interact with each other.
Creswell and Plano Clark (2011) suggest that participants in the qualitative phase
should be individuals who participated in the initial quantitative data collection.
Considering that the explanatory sequential design aims to explain quantitative results,
the follow-up phase should provide more details about the initial findings by interviewing
individuals who contributed to the quantitative data set. Creswell and Plano Clark (2011)
recommend using a much smaller sample during the qualitative data collection. They
argue that having unequal sizes should not be an issue of concern in sequential designs
since the purpose of this approach is not to merge or compare data. With respect to the
ideal size of a group, Barbour (2007) suggests that the number of participants depends on
the skill of the moderator, and on the level and complexity of the discussion.
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Considering these recommendations, nine participants per focus group were recruited.
Participants were selected by using the maximal variation sampling, which is a type of
purposeful sampling approach. According to Creswell (2008), this type of purposeful
sampling allows the selection of participants that differ on characteristics or traits.
Learning style, academic performance, and posttest results were some of the
characteristics considered to bring different perspectives from participants.
The focus group interviews were conducted by the researcher and a local school
technology coordinator. The local school technology coordinator served as an assistant
moderator to deal with housekeeping issues and help with note taking. A comfortable
and easily accessible conference room that promotes a nice and friendly environment was
selected. Participants were provided with drinks and snacks. Suggested by Kruger
(1998), the moderator and the assistant were mindful of the following matters during the
interview:
1. Setting a positive tone.
2. Making sure that everyone is heard by drawing out quieter members.
3. Probing for deeper opinions.
4. Monitoring the questions and the time closely to be on track.
5. Avoiding participation in the dialogue or correcting participants.
6. Remaining neutral by refraining from nodding, raising eyebrows, agreeing or
disagreeing, praising or denigrating any comment made by the participants.
7. Thanking participants.
Besides using note taking during the interviews by the moderators, the information
provided by participants was collected by using recording devices such as a tape and
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video recorders. Participants were assured that despite the use such devices, their
participation would remain confidential and would only serve the purpose of facilitating
report writing.

Data Analysis
The purpose of the data analysis in mixed methods research is to represent,
interpret, and validate data and results (Creswell & Plano Clark, 2011). The data analysis
for the quantitative and qualitative data followed a similar set of steps that included
preparing the data for analysis, exploring the data, analyzing the data, representing the
analysis, interpreting the analysis, and validating the data and interpretations. Table 10
shows the adapted data analysis procedures suggested by Creswell and Plano Clark
(2011) that were used to guide the data analysis.
As quantitative and qualitative researchers pursue different approaches to
gathering and analyzing data, reporting their findings required the use of different
approaches as well. Although the use of tables and figures has been conventionally used
to represent quantitative results, the summaries were also presented in statements that
summarize the statistical results. Creswell (2008) suggests that this process requires
explaining significant statistical findings by using language acceptable to quantitative
researches. In concordance with this recommendation, the findings were summarized by
using succinct sentences that still provided sufficient information in order to present a
complete picture of the results. The statements served to augment rather than duplicate
information provided in visual forms.
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Table 10
Quantitative and Qualitative Data Analysis Procedures

Rigorous Quantitative
Data Analysis Procedures

General Procedures
in Data Analysis

Persuasive Qualitative
Data Analysis Procedure

 Code data by assigning numeric
values.
 Prepare the data for a t-test
analysis.
 Recode or compute new
variables for computer analysis.
 Establish codebook.
 Visually inspect data.
 Conduct descriptive analyses.
 Check for trends and
distributions.
 Choose an appropriate
statistical test (t-test).
 Analyze the data to answer the
quantitative research questions.
 Report inferential tests, effect
sizes, and confidence intervals.
 Use Statistical Program for the
Social Sciences (SPSS) for
quantitative data analysis.
 Represent results in statement
of results.
 Provide results in tables and
figures.

Preparing the data for
analysis

 Organize documents and
visual data.
 Transcribe text.
 Prepare the data for analysis
with a computer program.

Exploring the data

 Explain how the results address
the quantitative research
questions.
 Compare the results with past
literature, theories, or prior
explanations.

Interpreting the results

 Read through the data.
 Write memos.
 Develop qualitative
codebook.
 Code the data.
 Assign label to codes.
 Group codes into themes or
categories.
 Interrelate themes or
categories or abstract to
smaller set of themes.
 Use NVivo software for
qualitative data analysis.
 Represent findings in
discussions of themes or
categories.
 Present visual models,
figures, and tables.
 Assess how the qualitative
research questions were
answered.
 Interpret how the qualitative
results explain the
quantitative results.
 State new questions based on
the findings.
 Use validation strategies,
such as triangulation and
external reviewers.
 Check for the accuracy of
the account.
 Employ limited procedures
for check reliability.

Analyzing the data

Representing the data
analysis

Validating the data
 Use external standards.
 Establish validity and reliability and results
of current data.
 Assess the internal and external
validity of results.
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Note. Adapted from “Recommended Quantitative and Qualitative Data Analysis
Procedures for Designing Mixed Methods Studies,” by J.W. Creswell and V.L. Plano
Clark, 2011, Designing and Conducting Mixed Methods Research, p. 205-206.
Copyright 2011 by SAGE Publications, Inc.
Qualitative findings were reported using a narrative discussion. Creswell (2008)
defines narrative discussion as a written passage that summarizes, in detail, findings from
the qualitative data analysis. The narrative served as the way to build a discussion that
revealed the themes or categories that emerged from the data. The following writing
strategies suggested by Creswell (2008) were taken into consideration to report the
findings:
1. The report included dialogues that provide support for themes.
2. The report used the participant’s language as they try to convey their own
experiences in creating a video podcast.
3. The report quoted from interview data and from observations of individuals.
4. The report identified multiple perspectives from participants.
5. The report wrote in vivid details.
6. The report specified contradictions or differences in individual experiences.

Resources
The study required the use of human and material resources. This section
describes the people, places, technology, and permissions required to carry out the study.

People
The people involved in the study were the researcher, who also acted as the
instructor, and focus group facilitator during the study, a recruiter for the quantitative and
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the qualitative phase, a moderator assistant for the focus groups, the participants, a local
group of experts and dissertation committee. The local group of experts was comprised
of a local school technology coordinator, a school administrator, and the school’s district
executive director of the office of research and evaluation. Considering that the
researcher also acted as the instructor and the focus group facilitator, their roles are
described in a section called the ‘self as the researcher’ in this chapter.
The population under consideration was comprised of 66 middle school students
taking Spanish I as a foreign language at Osborne Middle School in Gwinnett County,
Georgia during the 2015-2016 school year. The participants were equally divided by the
school in two groups of 33 each.

Places
As the main goal was to study the effectiveness of student-created video podcasts
to promote foreign language acquisition at the middle level, the study was conducted at
Osborne Middle School in Gwinnett County, Georgia. The school is located 43 miles
northeast of the city of Atlanta. The school is well-known for its many recognitions and
high achievement performance in the State of Georgia. Osborne Middle School is one of
the 134 schools in the Gwinnett County system. Its population for the 2015-2016 was
estimated to be 1,650 students.

Technology
Making video podcasts required equipment that was provided by Osborne Middle
School. Even though Criswell (2008) indicates that podcasting does not require

78
expensive equipment, the current study used a state-of-the-art video podcasting lab,
which consisted of a reversible multi-touch 12.5-inch HD display that swivels 180º to go
from laptop to tablet to allow students to write directly on the screen by using a digitizer
pen. It also had an integrated 720p HD webcam with dual digital array microphones. To
capture the video, participants used Camtasia Studio® version 8.6.0. This software
allowed students to record their video presentations and edit content. The lab also had a
Behringer® XENYX QX1202USB audio mixer that could be connected directly to the
computer for a high-performance recording. In addition to the computer internal
microphones, the lab had four external microphones; two PC 230 Sennheiser® headsets
that provide a high quality recording by reducing ambient noise and delivering a clear
and detailed sound reproduction, and two Shure SM58 handheld unidirectional vocal
microphones that minimize unwanted background noise. Figure 6 shows the setup of the
video podcasting lab that was used during the study.

Figure 6. Set up of video podcasting lab at Osborne Middle School in Gwinnett County,
Georgia. Video Podcasting Lab. Personal photograph by Sergio Parra. June 16, 2014.
JPEG file.
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To analyze the quantitative findings, the IBM® SPSS Statistics version 23.0 was
used during the study. The software was installed on a computer that met all the
requirements for running the last updated SPSS version.

Permissions
The study involved human subjects that required the intervention of the
Institutional Review Board (IRB) at Nova Southeastern University and the Gwinnett
County Public Schools’ department of research and evaluation to make sure that all
procedures adhere to the ethical principles and acceptable conduct of research involving
human subjects. The research received the approvals from the local public school‘s
department of research and evaluation (see Appendix M) and from Nova Southeastern
University’s IRB office (see Appendix N). Additionally, consent and assent forms were
approved by Nova Southeastern University’s IRB office (see Appendix G, H, I, K, and
L).

Self of the Researcher
Tied into issues of trustworthiness and transferability is the self of the researcher.
Unluer (2012) argues that it is crucial to clarify the researcher’s role, especially when the
inquirer is an insider-researcher. Breen (2007) defines an insider-researcher as an
inquirer who chooses to study a group to which the researcher belongs. The greater
familiarity with the participants and the dual role of the researcher may bring some
advantages to the study, but as Unluer (2012) describes, being an insider-researcher can
bring some disadvantages that can lead to a loss of objectivity.
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Bonner and Tolhurst (2002) identify three significant advantages of being an
insider-researcher: (a) having a greater understanding of the culture being studied; (b) not
altering the flow of social interaction unnaturally; and (c) having an established intimacy
which promotes both the telling and the judging of truth. A great deal of knowledge that
includes the phenomenon under study as well as the personality of participants may have
enriched the research. As an instructor, every effort was made during the study to
promote communication effectively regardless of the strategy or technology used. It was
of a greater interest to reach the instructional goals during instruction than focusing on a
particular strategy. Although academic routines may have changed from class to class,
the instructor strived to deliver the same quality of instruction among the groups. The
existing relationship between the instructor and the participants helped the
instructor/researcher to recognize when a participant was eager to perform better because
of their inner motivation for excellence or prevented a better performance due to lack of
interest. As an insider, experiencing these advantages during the study was very helpful.
Despite the noticeable advantages of being an insider-researcher, the possibility of
research bias, prejudices, conflict of interests, and wrong assumptions about the research
process might be problems associated with being an insider with a dual role. Unluer
(2012) suggests that insider-researchers should constitute an explicit awareness on how to
control these potential problems by taking a preventive approach. Gender, race and
ethnicity, culture, level of education, etc., are factors that may predispose an individual to
persist in a point of view or limit such points of view toward or against an individual or
any group. Investigators are not exempted from this tendency, also known as bias. Smith
and Noble (2014) indicate that bias exist in all research. They argue that bias can occur
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at each stage of the research process. Although the researcher considered the possibility
of finding a significant difference in performance among the control group and the
experimental group by implementing student-created video podcast in foreign language
grammar instruction, the researcher was aware of any form of bias during the whole
research project process, including the researcher’s own assumptions and perspectives.
To control any form of bias, the inquirer adopted the use of bracketing, a method used in
qualitative research to lessen the potential detrimental effects of unacknowledged
preconceptions that may tint the research process (Tufford & Newman, 2010).
Bracketing was a procedure of self-discovery that encouraged self-awareness of buried
emotions, emotional reactions and even past experiences or cognitive bias during data
collection and analysis. To minimize the impact of any bias throughout the process, a
team of local experts comprised of the local school technology coordinator, a school
administrator, and the school’s district executive director of the office of research and
evaluation were enlisted. The researcher also used the strategy of writing memos during
data collection and analysis as a means of examining and reflecting upon the researcher’s
engagement. This strategy enhanced researcher’s ability to sustain a reflexive stance.
During the interviews, the local school technology coordinator was also invited with the
purpose of uncovering and bringing into awareness any potential preconceptions and
biases from the inquirer.

Summary
The chapter described the proposed methodology to collect data from two
different sources. The study suggested using the explanatory sequential design, which is
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a mixed methods research that addresses the five quantitative and qualitative research
questions. The explanatory sequential design started with the collection and analysis of
quantitative data. This quantitative phase was followed by a qualitative phase with the
purpose of explaining how students experience this multimedia learning strategy.
For the quantitative phase, a double-pretest and posttest were administered, while
the qualitative phase followed with two focus group interviews that used six open-ended
questions to explore their experiences during the quantitative phase. Upon completion of
data collection, the data were analyzed and results and findings are reported in chapters 4
and 5.
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Chapter 4
Results
The problem addressed was the need for experimental research concerning the
effectiveness of using student-generated video podcasts in foreign language grammar
instruction at the middle school level. The use of video podcasting as a multimedia
instructional strategy and a multimedia learning tool has been specifically associated with
helping students in gaining deeper learning and improving student performance, as they
can combine visual and auditory representations into a single multimedia presentation
(Walker, Cotner, & Beerman, 2011). However, very few studies of video podcasting in
middle schools have gone beyond the passive mode of watching teacher-produced
content to one that promotes active learning by students creating the video podcasts (Lee,
McLoughlin, & Chan, 2008). The involvement of middle school students in planning
and creating their own video podcasts and how this engagement may promote active
learning has not been adequately considered. While Johnson (2008) reported that
student-created video podcasting is uncommon with little attention in the literature, Kay
(2012) suggested that additional research on the use of video podcasting as an
instructional strategy is needed.
Thus, the goal was to evaluate the effects of video podcasts created by students as
a multimedia pedagogical strategy to promote foreign language grammar acquisition in
middle schools. In order to achieve the transfer of passive voice grammar into procedural
knowledge and promote communicative goals in foreign language instruction, principles
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of CTML were used to guide the design of the video podcasts by middle school students
to minimize extraneous load and maximize potential for deep cognitive processing.
This chapter presents the outcomes of the quantitative and qualitative data
collected from two groups at Osborne Middle School taking Spanish level 1. A mixed
data collection approach was used in this explanatory sequential design research. This
chapter includes the demographics of the student sample population that participated in
the study, a brief description of the implementation, and the findings that resulted from
the descriptive and inferential analyses collected from the quantitative data, and findings
in discussions of themes or categories that resulted from the focus group interviews
during the qualitative phase.

Demographics
The population sample for this study consisted of 66 eighth-grade middle school
students equally divided in two predetermined sections of Spanish level 1 at Osborne
Middle School in Gwinnett County, Georgia. The participants were selected by
following a convenience sampling method, which is one of the two nonprobability
sampling approaches suggested by Creswell (2008). To select the control group and the
experimental group, a nonrandom assignment was the approach used by arbitrarily
selecting the groups as suggested by Trochim (2006). There were 33 students enrolled in
the control group (Group 8B), and same number of participants in the experimental group
(Group 8A). All 66 students voluntarily decided to participate in the study.
Considering that selected classes were predetermined by the school, the
characteristics of the participants were acknowledged to determine if the groups were
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comparable. Some demographic information was gathered from the school records about
participants, such as age, gender, and academic setting which included general or gifted
education. No special education students were among the groups. Surprisingly, the ages
of the participants, the distribution of boys and girls, and the academic setting of
participants in each group were equally represented. These findings evidenced how
participants in both groups possessed similar, if not, identical characteristics. Table 11
presents a summary of the descriptive information for each group.

Table 11
Demographic Information

Control Group

Age
19 participants of age 13
14 participants of age 14

Gender
24 Girls
9 Boys

Academic Setting
23 Gifted
10 Regular

Experimental Group

19 participants of age 13
14 participants of age 14

24 Girls
9 Boys

23 Gifted
10 Regular

Implementation
As stated in Chapter Three, one data source was not sufficient to address the
research questions. The current study was conducted using the explanatory sequential
design, which is a two-phase strategy that included quantitative and qualitative methods
research. As quantitative and qualitative researchers pursue different approaches to
gathering and analyzing data, reporting their findings required the use of different
approaches as well. Although the use of tables and figures has been conventionally used
to represent quantitative results, the summaries were presented in statements that
summarized the statistical results. Creswell (2008) suggests that this process requires
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explaining significant statistical findings by using language acceptable to quantitative
researchers. In concordance with this recommendation, findings were summarized by
using succinct sentences that provided sufficient information in order to present a
complete picture of the results. The statements served to augment rather than duplicate
information provided in visual forms.
Once IRB permission was granted to carry out the investigation and the consent
and assent forms were secured, the double-pretest was administered. The double-pretest,
which served to determine the participant’s baseline knowledge of the foreign language
grammar in question, consisted of two district-approved grammar assessments of the
English verb to be in the forms of ser and estar in Spanish (see Appendix C, D, and E).
Following the pretests, the conditions in the control and experimental groups were
altered. Although both groups received the basic traditional form of grammar instruction
at the beginning, the control group mastered the grammar by following the traditional
approaches for grammar instruction, while participants in the experimental group
developed a student-created video podcast about the grammar topic selected for this
study. The final step in the quantitative phase was to administer a posttest to assess
whether the treatment condition influenced an outcome and to assess the differences
between the two groups. The resulting data were analyzed by using a t-test on the
version 23 of the IBM® SPSS Statistics software.
The qualitative phase consisted of two focus group interviews to collect shared
understanding, experiences, and views from different participants. Five open-ended
questions and 18 probes were used to allow participants to voice their experiences.
During the interview, the responses from participants to the following questions

87
were recorded: (a) how did they describe their experience of creating a video podcast to
explain the verb to be in Spanish. (b) what approach they believe can better help them to
understand and learn the grammar topic in question? (c) how creating video podcasts
with other students can help or hinder them from mastering a new grammar concept? (d)
what was their opinion about the following statement: “When students teach other
students, they reinforce their own understanding of material and are forced to face
elements of a concept that might not be clearly understood”, and (e) how creating video
podcasts can benefit their learning experience and be useful to promote student
achievement in other subject areas? The answers were transcribed, categorized, and
analyzed by using the NVivo software for qualitative data. Students’ responses were
triangulated with the posttest results from the quantitative analysis to explain the slight
difference in students’ achievement when using a student-created video podcast as an
instructional strategy to promote foreign language grammar acquisition.
Qualitative findings were reported using a narrative discussion. Creswell (2008)
defines narrative discussion as a written passage that summarizes, in detail, findings from
the qualitative data analysis. The narrative served as the way to build a discussion that
revealed the themes or categories that emerged from the data. The following writing
strategies suggested by Creswell (2008) were taken into consideration to report the
findings:

1. The report included dialogues that provide support for themes.
2. The report used the participant’s language as they tried to convey their own
experiences in creating a video podcast.
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3. The report quoted from interview data and from the observations of
individuals.
4. The report identified multiple perspectives from participants.
5. The report was in vivid detail.
6. The report specified contradictions or differences in individual experiences.

Evaluation
Considering that this investigation followed a mixed methods research that used
quantitative and qualitative strands, the outcomes are presented separately to reflect the
findings on each phase.

Quantitative Findings

The results of the double-pretest were first used to establish if the two groups
were comparable. The double-pretest design was selected for providing a strong quasiexperimental design with respect to internal validity. Considering that nonequivalent
groups were vulnerable to selection-maturation threats, trends and selection bias prior to
treatment administration were examined to see if groups were maturing at different rates
between pretest 1 to pretest 2. The mean scores of both groups on pretest 1 and pretest 2
were very similar (See Table 12).
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Table 12
Descriptive Statistics Associated with Mean Scores on Pretest 1 and Pretest 2
Control or
Experimental Group
Control Group
Pretest 1
Experimental Group
Control Group
Pretest 2
Experimental Group

N
33
33
33
33

Mean
44.30
44.79
35.88
35.82

Std.
Deviation
18.084
19.654
21.157
16.652

Std. Error
Mean
3.148
3.421
3.683
2.899

An independent sample t-test was conducted for pretest 1 and pretest 2 to determine if
a difference existed between the mean pretest scores of the control group and the
experimental group. To determine if there were any statistically significant differences on
the pretests among the groups, a significance level (alpha) value of 0.05 was selected. A p
value of 0.05 or less indicates a significant difference between groups when compared. A p
value between 0.05 and 1.0 indicates that there was no significant difference between the
groups. As can be seen in Table 13, the Sig. (2-tailed) on pretest 1 showed a p value of .917,
higher than alpha value of 0.05. This first result indicates that there was no statistically
significant difference between the mean pretest scores of both groups on pretest 1.
Concerning pretest 2, the Sig. (2-tailed) showed a p value of .990, higher than alpha value of
0.05. This result shows that there was no statistically significant difference between the
mean pretest scores of both groups on pretest 2 as well (See Table 14). Although mean
scores on pretest 2 show a lower performance, which was expected considering that this

instrument consisted of a more complex assessment than pretest 1, the mean scores were
very similar for both groups. These results indicate that despite of having nonequivalent
groups, they were comparable and that both groups were maturing at similar rates from
pretest 1 to pretest 2.
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Table 13
Independent Sample t-test on Pretest 1
Equal
variances
assumed
Levene’s Test for
F
Equality of Variances Sig.

.004
.947

T

-.104

-.104

64

63.561

.917

.917

Mean Difference

-.485

-.485

Std. Error Difference

4.649

4.649

Lower

-9.773

-9.774

Upper

8.803

8.804

Df
Sig. (2-tailed)
t-test for Equality of
Means

Equal
variances not
assumed

95% Confidence Interval
of the Difference

To confirm if the variances of the groups were significantly different or not before
treatment, a test of homogeneity of variances on pretest 1 and pretest 2 were performed and
satisfied via Levene’s F test with one-way ANOVA. As shown on Table 15, the p-value of
0.947 for pretest 1, and the p-value of 0.665 indicate that the variances were very similar.
These findings confirmed the homogeneity of both groups previously reported from the
equality of variances in the independent sample t-test. These results confirmed that both
groups were very similar, and that both groups were maturing at similar rates from pretest 1
to pretest 2.
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Table 14
Independent Sample t-test on Pretest 2
Equal
variances
assumed
Levene’s Test for
F
Equality of Variances Sig.

.189
.665

t

.013

.013

64

60.651

Sig. (2-tailed)

.990

.990

Mean Difference

.061

.061

4.687

4.687

Lower

-9.302

-9.312

Upper

9.424

9.434

df
t-test for Equality of
Means

Equal
variances not
assumed

Std. Error Difference
95% Confidence Interval
of the Difference

Table 15
Test of Homogeneity of Variances on Pretest 1 and Pretest 2

Pretest 1
Pretest 2

Levene
Statistic
.004
.189

df1

df2
1
1

64
64

Sig.
.947
.665

To establish if the use of student-created video podcasts by middle school students
had a significant effect on foreign language grammar acquisition, the scores of the posttest
were analyzed. Descriptive statistics in Table 16 shows that the mean for the experimental
group was slightly higher than the control group on the posttest. With a mean difference of 4.697, the next question was to confirm if this difference was statistically significant. An
independent t test was conducted to determine if a difference existed between the mean
posttest scores of the control group and the experimental group. The analysis showed that
was no statistically significant difference between the mean posttest scores of the control
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group (n = 33, M = 69.48, SD = 20.303) and the experimental group (n = 33, M = 74.18, SD
= 18.009) (See Table 17).

Table 16
Descriptive Statistics Associated with Mean Scores on Posttest

Group
Posttest

N

Mean

Std. Deviation

Std. Error
Mean

Control Group

33

69.48

20.303

3.534

Experimental Group

33

74.18

18.009

3.135

Table 17
Independent Sample t-test on the Posttest
Equal
variances
assumed
Levene’s Test for
F
Equality of Variances Sig.

.932
.338

t

-.994

-.994

64

63.102

.324

.324

-4.697

-4.697

4.724

4.724

Lower

-14.135

4.741

Upper

-14.137

4.744

df
Sig. (2-tailed)
t-test for Equality of
Means

Mean Difference
Std. Error Difference
95% Confidence Interval
of the Difference

Equal
variances not
assumed

As presented in Table 17, the Sig. (2-tailed) value of .324 reflects that there were
no significant differences in foreign language grammar acquisition between the two
groups, since it was significantly higher than alpha value of .05. Thus, the results
indicated that the use of student-created video podcasts by middle school students had no
significant effect on foreign language grammar acquisition.
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Qualitative Findings
By using five questions and 18 probes on the two focus group interviews, the
following research questions four and five were addressed.

4. How do the interviews with students help to understand their experiences
when using a student-created video podcast as an instructional strategy to
promote foreign language grammar acquisition?
5. How can the experiences that emerge from the qualitative data be useful to
promote student achievement in other subject areas?

The following five themes, along with the five focus group interview questions,
emerged from the responses from both focus groups interviews:
Theme 1: Creating a video podcast.
Theme 2: Video podcasts versus traditional methods.
Theme 3: Cooperative learning.
Theme 4: Learning by teaching.
Theme 5: Creating video podcasts in other subject areas.

Theme 1: Creating a Video Podcast.
Theme 1 emerged based upon the students’ responses to the first question and
three probes from the interview protocol (see Appendix F). Sixteen of the eighteen
participants in both focus groups expressed their experiences in creating a video podcast
as positive, and used adjectives such as interesting, fun and enjoyable to describe their
involvement in general. Being a fundamental question that set the tone of both
interviews, the research includes how every participant responded to interview question
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1: “How would you describe your experience of creating a video podcast to explain the
verb to be in Spanish?”
Student 1 (S1) stated, “Recording the video podcast was one of the most fun parts
of the project.”
Student 2 (S2) said, “I really enjoyed the project because I got to explore different
ways to view the verbs and also to work with people I have never met before.”
Student 3 (S3) stated, “I really enjoyed the project because I got to explore
different ways to view the verbs and also to work with people I have never met before.”
Student 4 (S4) said, “I really enjoyed the project because I got to explore different
ways to view the verbs and also to work with people I have never met before.”
Student 5 (S5) stated, “I found it very beneficial because it allowed me to learn
more of myself on that topic and understand the concept.”
Student 6 (S6) said, “It was better than doing worksheets because I felt more
involved in the learning process.”
Student 7 (S7) stated, “It was better than doing worksheets because I felt more
involved in the learning process.”
Student 8 (S8) said, “I enjoyed using the video podcast lab, but absences in my
group were a problem and we had to work quickly to make up for the absences.”
Student 9 (S9) said, “The podcast helped us to learn the material and understand it
better.”
Student 10 (S10) stated, “I found it helpful to remember the forms and work with
classmates.”
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Student 11 (S11) said, “It was an interesting and enjoyable experience to work
with my partners to create the video podcast.”
Student 12 (S12) stated, “It was interesting at some times. I felt excluded in my
group, but overall I learned a lot.”
Student 13 (S13) said, “It was fun, but the speaking (recording) part was kind of
hard.”
Student 14 stated, “It was fun and helped me learn the material.”
Student 15 (S15) said, “I liked making the podcast because it helped me
understand about the topic. The podcast helped me work well while learning more (easy
to understand).”
Student 16 (S16) stated, “I enjoyed creating the podcast because I believe it is
easier for me to remember the podcast than doing a worksheet.”
Student 17 (S17) said, “It was a fun time and a good use of technology that many
teachers barely do.”
Student 18 (S18) stated, “It was a fun time and a good use of technology that
many teachers barely do.”
When participants were specifically asked about the easiest thing to accomplish
during the process of creating a video podcast, 11 participants (S1, S2, S3, S5, S6, S7, S8,
S9, S11, S13, and S17) expressed that writing the script and putting together the
information in a PowerPoint format were the easiest things to accomplish. Seven
participants (S4, S10, S12, S14, S15, S16 and S18) considered that recording the video
podcast was the easiest thing to do. When consulted about the hardest thing to
accomplish, their views were more varied. S4, S5, S7, S10, S14, S15, S16 and S18
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expressed that doing the research and having the material ready was the hardest thing. S2
and S3 commented that putting everything under three minutes was quite challenging.
S1, S6, S8, S9, S11, S13, and S17 considered that recording the video podcast was the
most difficult thing to do, while S12 said that getting his opinion heard by other members
of the groups was difficult.
The question that closed this first theme summarized how the participants
described the whole process by using an adjective. Some students felt impelled to use
more than one. Six participants (S2, S5, S7, S13, S15, and S16) considered the video
podcast interesting, while five participants (S2, S3, S9, S10, and S13) agree that the
process was helpful. Three participants (S3, S5, and S14) used the adjective beneficial to
describe the process. Other adjectives were: Time-consuming (S1, S9); enjoyable (S4,
S11); stressful (S4); challenging (S5); fantastic (S6); easy (S6, S7, S13), different (S8,
S17); efficient (S11); fun (S16, S17); different (S17); and difficult (S18).

Theme 2: Video Podcasts versus Traditional Methods.
How the students compared both strategies was a critical question to understand
why participants preferred one strategy over the other one. The second question, which
was followed by four probes, stated: “If you have to compare the creation of a video
podcast with traditional drills, such as book activities, language lab, workbook pages, and
formative assessments to master a foreign language grammar topic, what in your opinion
helps you better understand and learn the grammar topic in question?
Participants overwhelmingly expressed that creating a video podcast helped them
better to understand the uses of the verb to be in Spanish. From the 18 participants in
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both focus groups, 13 agree that video podcasting was a much better strategy (S2, S3, S4,
S6, S8, S9, S10, S11, S12, S14, S15, S17, and S18). Four participants (S1, S5, S7, and
S13) indicated that using book activities and workbook pages was more helpful in
mastering a foreign language grammar topic. Only one participant (S16) said that a
combination of both was an ideal way to master grammar.
When those who expressed that video podcasting helped them better were asked
about how creating a video podcast was more helpful, their opinions were varied.
S2 stated, “We had a lot more time to go into detail and expand more on the topic.
We could listen and involve each other to come to a consensus.”
S3 responded, “It put the information in a format that is easy to understand with
the addition of examples and even a quiz at the end. It truly helped me to see the
information in a way that peaked my interest more than traditional methods.”
S4 and S15 stated, “Video podcasts make it easier when you are able to research
and create your own video. The student must learn the material in order for them to make
a video. The video podcast allows me to show what I have learned and how I have
learned the topic.”
S8 and S16 stated, “Creating a video podcast allows students to explore the
concept themselves rather than listening to a teacher talk or reading from a textbook.
They must understand the concept well enough to teach it. It helps me more because the
process of creating the video podcast sticks better in my brain.”
S9 stated, “Creating a video podcast is more hands on and less boring than the
traditional worksheets and ingrains it better into our memory.”
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S12 responded, “Video podcasting helped me learn the topic better through
immersion in it.”
S17 stated, “It helps me better learn the foreign language grammar by giving
many explanations. This is a better method because it can be explained to you in many
ways instead of one explanation.”
S18 stated, “I prefer creating video podcasts because it is not quiet. I hate silence
and that is what the whole room is like while working on paper or activities. The video
podcast is exciting because we get to talk.”
When participants were further pressed on why creating a video podcast was a
better way to learn foreign language grammar, some new insights were revealed.
S2 and S4 said, “I am a very visual learner who likes hands on ways to learn.”
S6 said, “I enjoy using technology while learning at the same time.”
S8 said, “I enjoy hands on, interactive, challenging activities rather than
worksheets or looking at textbooks.”
S12 stated, “Because I immerse myself in it and learn more from it.”
S14 said, “I am an auditory learner and talking about something helps me learn
better.”
Those who expressed that the traditional approach helped them learn foreign
language grammar better had different opinions about the reasons for such preference. S1
indicated that, “having notes to be able to copy and rewrite is a great way to study and
understand grammar.”
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S5 said, “With the traditional drills, my teacher was much more involved
compared to the video podcasts. I can learn better from teacher’s explanations and then
practicing on paper.”
S7 stated, “I prefer worksheets because I can spend more time studying by
reading and writing.”
When insisted for more reasons for this preference, only two participants (S5 and
S7) responded, “Because I learn better using workbook practices.”

Theme 3: Cooperative Learning.
An important aspect of students creating a video podcast is allowing students of
mixed levels of ability to work in groups rather than individual students doing the whole
project. To find students’ opinion about how working collaboratively impacted on their
performance, the following interview question 3 with three probes were elicit: “How can
creating a video podcast with other students help or hinder you from mastering a new
grammar concept?”
While most participants agree that working in group was beneficial and helped
them mastering the new grammar topic, some students (S1, S3, S4, S8, and S9) expressed
concerns such as finding some participants too passive and not willing to engage in the
conversation. Thirteen students shared their views about how working in groups helped
them.
S2 said, “Working with others was extraordinary beneficial because the
combination of such unique ideas generated and incredibly successful outcome.”
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S5, S6, S7 stated, “In my experience, my partners helped me because they better
understood the topic and we like working in groups.”
S11, S12, S14, S15 said, “By providing others similar to you the opportunity to
ask questions about the topic, and gave us the opportunity to help each other.”
S13, S16, S17 stated, “It helps me to understand how others understand foreign
language grammar, and to listen to their ideas and better ways to do something.”
S18 said, “I am talking with people about the topic and I understand better
listening over reading.”
When participants were asked about how each member contributed with the
creation of the video podcast, they unanimously indicated that each member was in
charge of writing the script, creating the slide, and recording for one particular section of
the video podcast, but worked together in reviewing and explaining others their the topic
in charge.
Selecting an ideal group member, if they were allowed to do so, for this type of
multimedia presentation was asked to participants. To guide their selection students were
specifically asked for what of the following three characteristics they would prefer a
member in their group to have:
1. A student who can put things together (a leader).
2. A student who has a very good understanding of the grammar in question.
3. A student with experience in creating video podcasts.
Nine participants (S1, S3, S4, S6, S7, S11, S12, S17, and S18) agree that a student
with very good understanding of the grammar in question was the most important
characteristic when selecting a member for their group. S5 said that the most important

101
thing in the whole project is to understand the topic being presented, and having a student
who knows the topic is an advantage. Students who agree with S5 unanimously believed
that such person is essential to help others to understand the topic. Six participants (S5,
S9, S10, S13, S14, and S16) considered that a student with experience in creating video
podcasts was more important. Since creating a video podcast was a relatively new
experience for most participants, having a person knowing what to do was more
beneficial.

Only three participants (S2, S8, and S15) selected the first option. They

indicated that a leader, a student who can put things together, was the most important
characteristic. S2 believed that without a leader the group would be very disorganized.
She added, “Someone does not need to know the grammar because the project is about
learning the topic, not already knowing it.” When participants were asked about ranking
the three characteristics in first, second, and third place, having a student with good
understanding of the grammar in question came into first place with 9 votes (S1, S3, S4,
S6, S7, S11, S12, S17, and S18). Having a student acting as a leader in their group was
the second most important characteristic with 15 votes (S1, S3, S4, S5, S6, S7, S9, S10,
S11, S12, S13, S14, S16, S17, and S18) while having a student with experience in
creating video podcast was the least important with 12 votes (S1, S2, S3, S4, S6, S7, S8,
S11, S12, S15, S17, S18).

Theme 4: Learning by Teaching
The study sought from participants their opinion about the following statement:
“When students teach other students, they reinforce their own understanding of material,
and are forced to face elements of a concept that might not be clearly understood.”
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All participants agree that when students teach other students, they reinforce their
own understanding of the material in question, and are forced to face elements of concept
that might not be clearly understood. Participants commented this statement as follows:
S1 said, “A student may think they understand the material, but someone else in
the group may point out their mistakes.”
S2 stated, “I believe that teaching other students allows them to have to
thoroughly understand what they are talking about. Therefore, reinforcing what need to
be accomplished.”
S3 said, “I believe this is extremely true. Personally, whenever I have helped
other students, I become aware of the content I do and don’t quite understand so that I,
myself, can grow in the knowledge as well.”
S7 said, “I agree because teaching the concept forces the student to look at the
topic from many different angles, figuring out how to word their thoughts and ideas into
coherent explanations.”
When students create a video podcast in a foreign language class, explaining a
grammar topic to others becomes an essential part of the project. Participants were asked
about how they could have a better understanding by just explaining to others what they
have learned. The responses to this question provided some insights about how learning
to teach can be beneficial from students’ perspective.
S1 said, “It is by repeating and applying the information. If you can apply the
information to other situations, then you really know it.”
S2 and S8 stated, “It reinforces the material because I have to know it well
enough to successfully explain it to others.”
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S3 and S11 said, “It brings to your attention what you truly know and don’t know,
what you can or can’t seem to explain. It gives you a platform in which you can access
your own level of knowledge on a concept.”
S5 said, “It gives you the opportunity to really analyze if what you know about
the topic is right or wrong and thoroughly explain it.”
S7 said, “You are required to ‘voice’ just exactly everything you know; you can
summarize what you have learned and assess how well you know the concept.”
S12 said, “It gives me new perspective on my understanding of the topic.”
Participants in the focus group were asked for a particular concept in regard of the
verb to be in Spanish they have learned from another member of their group while
designing and creating the video podcast. Seven participants stated that they learned
everything by themselves (S1, S6, S7, S13, S14, S15, and S16), but the other 12 students
indicated that conjugating the verbs in Spanish, and understanding the uses of both forms
were some of the new concepts or elements they learned from others.
The theme of cooperative learning was completed by asking participants about
how they felt about explaining other students something of which they had a clear
understanding. Students unanimously expressed that they feel great, good, and
comfortable explaining other students what they understand. S4 and S17 added that
despite of feeling great, some level of stress is always present when hoping that a
classmate can understand the material.
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Theme 5: Creating Video Podcasts in other Subject Areas.
Video podcasting is a multimedia learning tool that might be useful in other
subject areas in K-12 learning. Besides the use of video podcasting in foreign language
instruction, some reports have associated the use of video podcasting with English
language arts, science, social studies and music, and have indicated that such subjects are
suited disciplines for using this technology (Coutinho and Motta, 2011). The study
wanted to explore the students’ perception about the potential benefits of creating video
podcasts in other subject areas. Participants were asked: “How might creating video
podcasts benefit your learning experience in other subjects?”
First, all participants unanimously agreed that creating video podcasts in other
subject areas can be very beneficial. S3 said, “For the same reason of the project in
grammar. This is a way to put information in a format easy to understand. Great for
review as well.” S18 stated, “Video podcasting would be great in other subject areas
because it is an exciting way to learn, I am more focused and not bored.”
When participants were asked for a particular subject that they believe that
creating video podcasting could be more beneficial, seven students indicated that Math
was the subject to choose (S1, S3, S8, S9, S11, S17, and S18). Science was in second
place with five votes (S6, S7, S13, S14, and S16). Social studies was followed with four
votes (S2, S4, S10, and S12), and Language arts with two votes (S5, and S15).
Finding the reasons for such selection was the purpose of the following probe that
asked students about how creating video podcasts may help them better in learning such
particular subject? Even though students responded accordingly to the subject of choice,
they agree that the opportunity they have to show step by step any process or new
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concept on a video format can be very helpful to learn pretty much anything. Students
who select Math (S1, S3, S8, S9, S11, S17, and S18) as a desirable subject to incorporate
this learning tool indicated that solving problems with clear directions on how to do it,
solving equations, vertex form of parabolas, and graphing quadratic equations would help
them greatly. S11 and S14 agree that by creating a video podcast in other subjects would
help them to remember specific details that are easily forgotten. The civil war and other
wars, atoms, elements, and grammar in general were also mentioned by participants.
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Chapter 5
Conclusions, Implications, Recommendations, and Summary
The conclusions, implications, and recommendations are based on the results
gathered from the sequential-explanatory study data collection. The mixed methods
approach used resulted in a triangulation of the quantitative and qualitative data analyses.
The triangulation process used data from multiple sources, and data analyses to check the
validity of the findings. After analyzing the results, a set of conclusions were listed for
each research question.
The recommendations are based on qualitative findings from participants on two
focus group interviews that shared their understanding, experiences and views concerning
the use of student created video podcasts in learning foreign language grammar.

Conclusions
The five research questions address multimedia design, cognitive theory of
multimedia learning, student-created video podcasts, foreign language grammar
acquisition, and how video podcasts may promote student achievement in other subject
areas. Following is a summary of the answers to the overarching research questions.

Research Question 1: What has been reported in the literature about multimedia
development by students and its effect on learning?
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A comprehensive review of the literature about multimedia development by
students and more precisely about video podcasting designed and developed by middle
school students and its effects on learning was conducted to address the need for the
current research. Although podcasting, including all of its forms, is a fairly new
technology, the current literature evidence a fast growing use of podcasting and video
podcasting in many fields, including education, particularly in higher education. Kay
(2012) provided a comprehensive review of research on video podcasts since 2002. From
a total of 53 studies on video podcasting, only two studies have gone beyond the passive
mode of watching teacher-produced content to one that engage students in the process of
creating video podcasts. The review evidenced the need for research on video podcasts
when created by students and its effects on learning. The leading sample population
examined by Kay (2012) also revealed the need for research of video podcasting in
middle school. Fifty of the 53 studies on video podcasting consisted of undergraduate
students, while only three studies focused on middle school students using or developing
such artifact.
Although research linking video podcasting to learning outcomes in middle
school is still limited, the review found that some studies showed that students in general
agreed on the value of video podcasting as a learning tool (Hew, 2009; McGarr, 2009;
Heilsen, 2010; Popova & Edirisingha, 2010; Kay, 2012; Hur & Suh, 2012). These
findings has been persistently questioned in the literature reviewed for the use of
empirical research methods that are merely based on questionnaires and interviews
without conducting proper and suitable experiments that answer the fundamental question
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about how video podcasting can improve teaching and learning in middle schools (Hur &
Suh, 2012).
Student-generated podcasts emerged from the literature as a technology that
promotes active learning through student engagement with content for the goal of concept
attainment with knowledge creation. Crow (2009) suggested that the level of
engagement in student-generated podcasts is perhaps the greatest benefit that this
technology provides to students. Sprague and Pixley (2008) also reported about the
benefits of creating video podcasts. They argued that students learn to communicate
successfully and speak effectively when they create the podcasts.
Piecka et al. (2008) conducted a project with the purpose of understanding if the
development and use of student-generated video podcasts had effect learning in a
seventh-grade grade science classroom. The study revealed several insights about other
potential benefits of using student-generated video podcasts in middle schools (see
Appendix B).

Research Question 2: What learner-centered learning theory will be used as a theoretical
framework by foreign language middle school students to guide the creation of the video
podcasts?
The review of literature helped to identify the Cognitive Theory of Multimedia
Learning (CTML) as a suitable learner-centered learning theory that served as a
theoretical framework that guided middle school students in the creation of the video
podcasts for the current research. The CTML is a learner-centered learning theory
proposed by Mayer (2005) that incorporates previous theories on how people learn.
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Based on Baddeley’s model of working memory, Paivio’s dual coding theory, and
Sweller’s theory of cognitive load, Mayer (2005) asserts that students learn better when
words and pictures are used together in instruction than from words alone.
Although video podcasting is a technology that may drive instructional designers
to develop technology-centered lessons, Sorden (2013) argued that this instructional
method cannot be considered a technology-centered approach, but a multimedia
instructional method that promotes meaningful learning. Such meaningful learning,
according to Mayer (2010) occurs when the learner engages in five cognitive processes
that include selecting and organizing relevant words and images for processing verbal
and visual working memory, organizing selected words and images into verbal and
pictorial models, and the final integration of such representations with prior knowledge.
Koehler et al. (2011) argue that well-designed multimedia presentations should
allow learners to build mental connections between verbal and pictorial representations
that stimulate their cognitive abilities to facilitate the construction of inductive reasoning
schemas. They conclude that effective multimedia presentations that are grounded on
cognitive theories should promote not only conceptual understanding of passive voice
grammar, but help learners in transferring the grammar concept of passive voice to
procedural knowledge.
From a constructivist approach, meaningful learning occurs when students are
encouraged to actively engage in the construction of new knowledge structures through
experience (Ng’ambi & Lombe, 2012). Student-generated video podcasts have emerged
as a multimedia instructional strategy that has been associated with promoting learning
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through student engagement with content (Crowe, 2009). Such level of engagement
provides more opportunities to students to experience and retain content.
Brown (2007) found that when students are allowed to design and create
multimedia presentations, a high level of motivation and task engagement is exhibited.
Students also develop other critical skills, such as higher order thinking, and selfreflection. Liu et al. (2011) also found that engaging students as multimedia designers
could increase their intrinsic motivation, which is highly correlated with their academic
success.
In this regard, Baturay et al. (2010) suggest that effective interaction with
multimedia learning stimulate and sustain student motivation and help them perform
better with complex grammatical concepts. Although multimedia learning seems to
provide an ideal environment to develop the necessary skills to produce a comprehensible
language output, Ibrahim (2012) cautions that as learning foreign language grammar is
intrinsically complex, it can be very demanding for the learners’ cognitive system. He
suggests that an effective instructional design needs to consider the cognitive capacity for
active knowledge construction. Brünken et al. (2002) proposed that an ideal design of
multimedia learning should minimize requirements of extraneous load and maximize the
potential for deep cognitive processing during learning.
Grounded on the principles of the CTML, Ibrahim (2012) suggests that the use of
video podcasting as an instructional multimedia may help learners free up cognitive load
with the purpose of organizing and integrating information more effectively as well as
efficiently and ultimately improving the students’ learning. The use of video podcasting
has been specifically associated with helping students in gaining deeper learning and
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improving student performance as they can combine visual and auditory representations
into a single multimedia presentation (Walker et al., 2011).
A critical component for the selection of the CTML was the incorporation of six
of the twelve multimedia instructional principles identified by Mayer (2009) to create the
video podcasts. The students were instructed about these principles to minimize
extraneous load and maximize potential for deep cognitive processing. The six
multimedia instructional principles included:
1. Pre-training: As this principle asserts that students learn more deeply from a
multimedia presentation when they learn key components and characteristics
of the main concepts, the instructor took the time to introduce the basics of the
verb to be in Spanish and the existence of the two forms ser and estar.
2. Segmentation: To avoid long complex rationalizations in a continuous
presentation, students were instructed to control the pace of presentation by
breaking the material into five brief segments that included: definitions,
explanations, examples, practice, and examination.
3. Coherence: To enhance focus on the essential material, participants were
asked to eliminate extraneous material that could cause distraction during the
presentation.
4. Signaling: Participants were instructed to include cues to highlight the uses of
verbs ser and estar. Students used titles and headings to label the segments,
charts to introduce the conjugations, and bold text to highlight critical
information.
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5. Personalization: Students used a conversational style during the presentation
to heighten students’ attention.
6. Temporal contiguity: Participants were encouraged to use relevant graphics to
enhanced words and construct mental models by connecting both materials.
The graphics and narration were presented simultaneously rather than
successively.

Research Question 3: What differences in terms of achievement exist between middle
school students who create a video podcast to promote foreign language grammar
acquisition and students who follow a traditional instructional approach?
The quantitative phase of the explanatory sequential design (Creswell & Plano
Clark, 2011) was the methodological approach used to assess whether the treatment
condition influenced an outcome. A double-pretest and posttest were administered.
To establish if the use of student-created video podcasts by middle school
students had a significant effect on foreign language grammar acquisition in comparison
with students who were given traditional instructional approach to learn foreign language
grammar, a posttest was administered to assess the differences between the two groups.
The scores of the posttest were analyzed by following the t-test as a group comparison
statistic. Although the mean for the experimental group was slightly higher than the
control group on the posttest, an independent t test revealed that a mean difference of 4.697 was not statistically significant different at the 0.05 level between the mean posttest
scores of the control group (n = 34, M = 0.48, SD = 20.303) and the experimental group
(n = 33, M = 74.18, SD = 18.009).
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An independent sample t-test on the posttest revealed a 2-tailed value of .324 to
confirm that that there was no significant difference in foreign language grammar
acquisition between the two groups, since it was significantly higher than alpha value of
.05. Thus, the results indicated that the use of student-created video podcasts by middle
school students had no significant effect on foreign language grammar acquisition.
Although the results showed that student-created video podcasts by middle school
students did not significantly affect student percent gain scores, the benefit of studentcreated video podcasts on students’ attitude toward the use of this new technology
appears to be positive.
Questioning why a difference between control group and experimental group did
not arise, the group of local experts, including two eighth grade homeroom teachers from
the gifted team and two eighth homeroom teachers from the regular team were inquired
about their opinion for such results. Quantitative and qualitative data were provided to
each member such that they had the opportunity to analyzed the information and
formulate their own assessment concerning the lack of difference between both groups.
After much discussion, members agreed that such lack of difference may have been
present due to the rigorous hard work and great performance that students in the Spanish
class are used to. The Spanish class at Osborne Middle School is comprised of 70% of
students that have been receiving gifted education since elementary school. This factor
was considered the most critical as the gifted students in the Spanish class are among the
top 10% of all eighth grade-gifted students at the school who are used to challenging
themselves to excel in every subject and task on a daily basis. Regardless of being in the
control group or the experimental group, the group of experts considered that students did
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their best because they are used to working very hard. The other 30% of students in the
Spanish class are all regular students who are members of the honor roll at the school.
These students, as the gifted counterparts, are high achievers that work very hard
regardless of the strategy used. This factor may have been the main reason for such lack
of difference.

Research Question 4: How do the interviews with students help to understand their
experiences when using a student-created video podcast as an instructional strategy to
promote foreign language grammar acquisition?
The qualitative phase of the explanatory sequential design (Creswell & Plano
Clark, 2011) was the methodological approach used to understand how students
experienced this learning strategy. The qualitative approach consisted of two focus group
interviews to collect shared understanding, experiences, and views from different
participants that were selected from the experimental group using the purposeful
sampling approach. An interview protocol that used five open-ended questions and 18
probes was the strategy to follow in a focus group interview to collect the data.
During the focus group interviews, open-ended questions were used to allow
participants to voice their experiences without any constraint. Participants were
encouraged to talk, interact, and cooperate with each other.

Their answers were

recorded and data transcribed for analysis. Using the five open-ended questions during
the focus group interviews, the data were grouped in five themes that add valuable
insights to understand how students experience this learning strategy.
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Theme 1: Creating a Video Podcast
It is significant that 89% of the students interviewed, expressed that their
experiences in creating a video podcast were very positive. The three most recurrent
adjectives used by the participants to describe in general their experience on creating a
video podcast to explain a foreign language grammar topic were interesting, helpful, and
beneficial. The participants in general agree that creating a video podcast helped them to
learn better as they were able to engage themselves in the learning process.
When participants were specifically asked about the easiest thing to accomplish
during the process of creating a video podcast, 61% expressed that writing the script and
putting the information in a PowerPoint format were the easiest things to accomplish, but
when consulted about the hardest thing to accomplish, 44% agree that doing the research
was the hardest thing. This is significant as the other 56% expressed various reasons that
included working in groups, recording the video and putting all the material in a video
podcast format no longer than three minutes.
The question that closed this first theme summarized how the participants
described the entire process by using an adjective. Interesting was the most common
adjective followed by helpful, beneficial, time-consuming, enjoyable, stressful,
challenging, fantastic, easy, different, efficient, fun, different, and difficult.

Theme 2: Video Podcasts versus Traditional Methods.
When students were asked to compare creating a video podcast with the
traditional approach for learning grammar, they overwhelmingly expressed that creating a
video podcast helped them better to understand the forms and uses of the verb to be in
Spanish. While 72% agree on video podcasting, 22% believe that by doing the traditional
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activities from textbook and workbook activities they can learn better a foreign language
grammar topic. One participant expressed that a combination of both was an ideal way to
master grammar.
Among the reasons for selecting the video podcasts over the traditional approach,
students said that they enjoyed working in groups and having more time to truly master
the material by exploring the concept by themselves instead of listening to a teacher.
When participants were questioned on why creating a video podcasting was a better way
to learn foreign language grammar, students indicated that video podcasting was great for
visual learners. They enjoyed using new technologies, participating in hands on
activities, interactive activities and activities that in general challenge them. Those who
expressed that the traditional approach helped them learn foreign language grammar
better showed their preference for having notes and plenty of workbook practices to
master the topic.

Theme 3: Cooperative Learning.
Most participants agree that working in group was beneficial and helped them
mastering the new grammar topic. Only 28% expressed that having active participants
and not mere listeners in their groups was quite challenging. Students that favor working
in groups agree that listening other ideas and discovering how others understand grammar
was very beneficial. When they were asked about the most important characteristic to
keep in mind when selecting a group member, 50% agree that a student with a very good
understanding of the grammar in question was the most important characteristic. A
member with some experience in creating a video podcast was the second most important
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characteristic, while having a leader who can put things together was the last option. One
participant believed that without a leader the group would be very disorganized. She
added, “Someone does not need to know the grammar because the project is about
learning the topic, not already knowing it.”

Theme 4: Learning by Teaching
All participants agree that when students teach other students, they reinforce their
own understanding of the material in question, and are forced to face elements of a
concept that might not be clearly understood. One of the participants nicely summarized
their general belief about learning by teaching when she said, “I believe this is extremely
true. Personally, whenever I have helped other students, I become aware of the content I
do and don’t understand and I, myself, can grow in the knowledge as well.”
The students added that by repeating and applying the information in other situations,
they can determine the level of knowledge and understanding. It really gives the
opportunity to know if you are right or wrong. When students were specifically asked
about their experience with the verb to be, 67% students indicated that conjugating the
verbs in Spanish, and understanding the uses of both forms were some of the new
concepts or elements they learned from others.
The theme of cooperative learning was completed by asking participants about
how they felt about explaining other students something of which they had a clear
understanding. Students unanimously expressed that they feel great, good, and
comfortable explaining other students what they understand. Two participants added that
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despite of feeling great, some level of stress was present when hoping that a classmate
can understand the material.

Theme 5: Creating Video Podcasts in other Subject Areas.
The conclusions that emerged from the question about how creating video
podcasts may benefit students learning experience in other subjects will be included in
the following research question.

Research Question 5: How can the experiences that emerge from the quantitative and
qualitative data be useful to promote student achievement in other subject areas?
Results from the quantitative phase and the qualitative phase of the explanatory
sequential design (Creswell & Plano Clark, 2011) were used to follow up with
participants’ experiences to explore possible applications of using video podcasts in other
subject areas to promote student achievement. The fifth question of the focus group
interview specifically asked students: How might creating video podcasts benefit your
learning experience in other subjects?
The participants unanimously agreed that the experience of creating video
podcasts in the foreign language class could be replicated in other subject areas. They
expressed that video podcasting can be very beneficial in other subjects as they can put
the material in question in a multimedia format easy to understand. They said that video
podcasting is an exciting way to learn that allow them to be focused and not bored. Also
for the opportunity they have to learn pretty much anything by showing step by step any
process or new concept on a video format.
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When participants were asked for a particular subject that they believe that
creating video podcasting could be more beneficial, 39% selected Math as the subject that
can be more benefited. Science was in second place with 28%, Social studies with 22%,
and Language arts with 11%. Students who selected Math indicated that solving
problems with clear directions on how to do it, solving equations, vertex form with
parabolas, and graphing quadratic equations would be topics in which they believe
creating video podcasts would helped them greatly.

Implications
Although literature on video podcasting indicates that video podcast pedagogy has
been the least researched (Kay, 2012), the findings revealed are consistent with the
existing literature regarding the benefits of using student-created video podcasts. The
findings may encourage teachers from all levels to use student-created video podcasts to
promote active learning through student engagement with content for the goal of concept
attainment with knowledge creation. The investigation confirmed that the level of
engagement in student-generated podcasts is perhaps the greatest benefit that this
technology provides to students as previously suggested by Crow (2009).
The findings also open the door to further investigation on the effective use of
student-created video podcasting as a pedagogical strategy to promote student
achievement. From the three pedagogical strategies on video podcasting that emerged
from the literature reviewed, the receptive viewing is the most common strategy. The
receptive viewing delivers teacher-directed information to be viewed in a relatively
passive manner by students. The problem-solving, also known as worked example, is the
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second most popular podcasting strategy that delivers teacher-developed information on
how to solve specific problems. The student-generated video podcasts is the last and
most uncommon strategy in which students plan and create their own academic-based
video podcasts (Kay, 2012).
Considering that student-generated video podcasting is the least researched of the
three pedagogical strategies reveals that more research is needed to examine how the
creation of video podcasts as a pedagogical strategy influences learning. The findings are
consistent with the few studies reviewed in the literature that indicate that the creation of
video podcasts may promote better understanding with the learning material. The
findings are also consistent with recent discoveries from higher education concerning the
effects of student-generated video podcasts, such as improving enquiry-based and
independent learning, but should be replicated and validated in other areas at the middle
school level.
The study of video podcasts created by students as a pedagogical strategy in
middle schools is important to a broad constituency. The new challenges to promote a
higher thinking level and engagement allow teachers from all segments in K-12 to be
more receptive to utilizing innovative technologies available for 21st century learners
such as the one proposed on this research. As stated by Crow (2009), not only educators,
but students are more receptive to learning and teaching with these cutting edge
technologies.
Aligned with the constructivist theory that indicates that learning occurs when
learners actively construct their own knowledge (Bruner, 1960), by providing
opportunities and contexts to make sense of what is to be learned (Duffy & Jonassen,
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1991), the study assists educators in considering if student-created video podcasts can
encourage students to generate their own representations of knowledge that is conducive
toward effective learning and student achievement. The study was justified in targeting
whether student-created video podcasting is still a viable learner-driven strategy that can
be implemented in middle schools with the purpose of promoting student achievement.

Recommendations
The investigation resulted in a fair number of recommendations acquired from the
sequential-explanatory study that revealed good practices and the adoption of a valuable
learner-centered learning theory and its principles when using video podcasting to
promote foreign language grammar acquisition. These recommendations were grouped
by following findings from the research questions and participants’ submissions during
the focus groups interviews. They should not be considered as persuasive evidence that
if implemented will lead to improve student achievement.

Recommendation # 1: Multimedia Development by Students
Although results indicated that the use of student-created video podcasts by middle
school students had no significant effect on foreign language grammar acquisition, students

agree on the value of creating video podcasting as a learning tool. The study backs
previous findings on the benefits of using multimedia development by students as the
ones described by Coutinho and Mota (2011), Hur and Suh (2012), Kay (2012) and
earlier by Piecka et al. (2008). (See Appendix B). The study found that the level of
engagement in student-generated podcasts is perhaps the greatest benefit that this
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technology provides to students. Active learning was promoted through student
engagement in cognitive processing to foster meaningful learning, and as described by
Sorden (2013), students focused their attention on relevant information that once
integrated with prior information was organized into new coherent mental structures to
explain the uses of the verbs ser and estar.

Recommendation # 2: Using Selected Principles of CTML for Student-created video
podcasting
The study took into consideration that the foreign language grammar topic in
question was a very complex topic to master for middle school students. Such
complexity demanded a high cognitive capacity for active knowledge construction from
students. When looking for an ideal learning theory that help students to minimize the
requirements of extraneous load and maximize the potential for deep cognitive
processing during learning, the CTML seemed to be the ideal learner-centered learning
theory to follow.
The study found that following the CTML principles of pre-training,
segmentation, coherence, signaling, personalization, and temporal contiguity in the
creation of the video podcasts helped students to build mental connections between
verbal and pictorial representations that stimulate their cognitive abilities and facilitate
the construction of inductive reasoning schemas. Therefore, the CTML appears to be an
effective multimedia learning theory that should promote not only conceptual
understanding of passive voice grammar, but help learners in transferring the grammar
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concept of passive voice to procedural knowledge when used by students to create a
multimedia presentation such video podcasting.

Recommendation # 3: The Adoption of the Student-created video podcasts in Foreign
Language Grammar Instruction.
As previously indicated, although this study found that student-created video
podcasts did not significantly affect student percent gain scores, the benefit of studentcreated video podcasts on students’ attitude toward this new technology appears to be an
effect. It is significant that students have expressed that their experiences in creating a video
podcasts were very positive and found this learning experience interesting, helpful and
beneficial. Even more significant is that students overwhelmingly expressed that creating a

video podcast helped them better to understand a complex grammar topic than if
following a traditional approach for learning grammar. Therefore, this study
recommends foreign language grammar teachers the use of student-created video
podcasts as a multimedia instructional strategy and a multimedia learning tool to enhance
foreign language grammar acquisition by middle school students.

Recommendation # 4: Using the Student-created video podcasts to Promote Student
Achievement in other Subject Areas.
As participants unanimously agreed that the experience of creating video podcasts
in the foreign language class helped them better to understand a complex grammar topic,
they also agreed that such experience could be replicated in other subject areas. This
recommendation is consequent with previous findings that suggest that use of student-
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generated video podcasts may have a positive effect in other subject areas such as math,
science, social studies, and language arts.
Consequently with these recommendations, future studies measuring the
impact of this technology in other k-12 subject areas are needed. As the review of
literature revealed, less is known about the effects of direct involvement of students in
designing and creating video podcasts with the purpose of promoting student
achievement (O’Bannon et al., 2011; Abdous et al., 2012; Hasan & Hoon, 2013). While
higher education captures most of the sample population in previous research, other
segments of the student population, such as K-12 and more specifically the middle school
level, are scarce in the literature and deserve time and attention (Kay & Edwards, 2012;
Santos-Green et al., 2014; Shankar-Brown & Brown, 2014; Chen & Wu, 2015).

Summary
Grammar is an essential aspect of language for effective communication, but at
the same time, it is one of the most challenging issues in foreign language instruction.
According to Mart (2013) learners cannot develop their language skills with little
understanding of how language functions. Grammar is in this context an essential aspect
to communicate effectively. Philip et al. (2010) propose that peer interaction might
facilitate grammar acquisition by fostering learner production with appropriate feedback
and noticing of form, which is the conscious attention of new grammatical features due to
the frequency or salience of the feature.
Koehler et al. (2011) suggested that well-designed multimedia presentations
should allow learners to build mental connections between verbal and pictorial
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representations that stimulate their cognitive abilities to facilitate the construction of
inductive reasoning schemas. They concluded that effective multimedia presentations
that are grounded on cognitive theories should promote not only conceptual
understanding of passive voice grammar, but help learners in transferring the grammar
concept of passive voice to procedural knowledge.
The use of video podcasting has been specifically associated with helping
students in gaining deeper learning and improving student performance as they can
combine visual and auditory representations into a single multimedia presentation
(Walker et al., 2011). However, very few studies about video podcasting in middle
schools have gone beyond the passive mode of watching teacher-produced content to one
that engage students in the process of creating video podcasts (Lee et al., 2008). The
involvement of middle school students in planning and creating their own video podcasts
and how this engagement may promote active learning has not been adequately
considered. Therefore, the problem identified was the need to investigate the effects of
video podcasts created by students to promote foreign language grammar acquisition at
the middle school level and find how students described such experience.
The goal of this explanatory sequential design was to determine the effectiveness
of video podcasts created by students as a multimedia instructional strategy to promote
foreign language grammar acquisition at the middle school level. In order to achieve the
transfer of passive voice grammar into procedural knowledge and promote
communicative goals in foreign language instruction, selected principles of CTML
guided the design of the video podcasts by middle school students to minimize
extraneous load and maximize potential for deep cognitive processing.

126
The researcher used the explanatory sequential design. This mixed methods
strategy uses a qualitative strand to explain initial quantitative results (Creswell et al.,
2003). The study required the development and use of instruments for both phases with
the corresponding collection and analysis of the quantitative and qualitative data. During
the quantitative phase, a double- pretest and posttest design approach to a quasiexperimental design were used to collect quantitative data (Bell, 2010). During the
qualitative phase, the focus group interview approach was used as the primary form of
data collection. Open-ended questions were used to allow participants to voice their
experiences without any constraint.
Participants were 66 middle school students taking Spanish I as a foreign
language at Osborne Middle School in Gwinnett County, Georgia during the 2015-2016
school year. The participants were equally divided by the school in two groups of 33
each. They first took two district-approved grammar assessments for the selected topic as
a double-pretest to assess their general knowledge of the foreign language grammar in
question (see Appendix C, D and E). The next step was to apply the treatment
conditions. At the beginning, both groups received the same traditional form of grammar
instruction by the Spanish teacher, who was also the researcher. Then, the control group
continued using the traditional practice to master the selected vocabulary and
grammatical concepts while the experimental group was instructed in the process of
developing a student-created video podcast about the grammar topic selected for this
study (see Appendix J). Participants in the experimental group were also instructed about
the use of six multimedia design principles of CTML to minimize extraneous load and
maximize potential for deep cognitive processing. During this step, the process was
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closely monitored to minimize threats to internal validity as suggested by Creswell
(2008). The final step in the quasi-experimental research was to assess whether the
treatment condition influenced an outcome. A posttest was administered to assess the
differences between the two groups (see Appendix A, B, and C). The resulting data were
analyzed using paired samples t-test.
The qualitative approach consisted of two focus group interviews to collect shared
understanding, experiences, and views from different participants that were selected from
the experimental group using the purposeful sampling approach. During the focus group
interviews, five open-ended questions were used to allow participants to voice their
experiences without any constraint. Their answers were recorded and the data
transcribed for analysis. During the last step of the explanatory sequential design, the
qualitative results were used to add insights to the quantitative results.
As quantitative and qualitative researches pursue different approaches to
gathering and analyzing data, reporting their findings required the use of different
approaches as well. Although the use of tables and figures has been conventionally used
to represent quantitative results, the summaries were also presented in statements that
summarize the statistical results. Findings were summarized by using succinct sentences
and provided sufficient information in order to present a complete picture of the results.
Qualitative findings were reported using a narrative discussion. The narrative
served as the way to build a discussion that revealed the identified themes or categories
from the students’ responses.
The quantitative data revealed that there was no statistically significant difference
between the mean pretest scores of both groups on pretest 1. Concerning pretest 2, the
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Sig. (2-tailed) showed a p value of .990, higher than alpha value of 0.05. This result
shows that there was no statistically significant difference between the mean pretest
scores of both groups on pretest 2 as well. Although mean scores on pretest 2 show a
lower performance, which was expected considering that this instrument consisted of a
more complex assessment than pretest 1, the mean scores were very similar for both
groups. These results indicated that despite of having nonequivalent groups, they were
comparable and that both groups were maturing at similar rates from pretest 1 to pretest
2. To confirm if the variances of the groups were significantly different or not before
treatment, a test of homogeneity of variances on pretest 1 and pretest 2 were performed
and satisfied via Lavene’s F test with one-way ANOVA. The p-value of 0.665 indicated
that the variances were very similar. These findings confirmed the homogeneity of both
groups previously reported from the equality of variances in the independent sample ttest. These results confirmed that both groups were very similar, and that both groups
were maturing at similar rates from pretest 1 to pretest 2.
To establish if the use of student-created video podcasts by middle school
students had a significant effect on foreign language grammar acquisition, the scores of
the posttest were analyzed. Descriptive statistics showed that the mean for the
experimental group was slightly higher than the control group on the posttest. With a
mean difference of -4.697, the next question was to confirm if this difference was
statistically significant. An independent t test was conducted to determine if a difference
existed between the mean posttest scores of the control group and the experimental
group. The analysis showed that was no statistically significant difference between the
mean posttest scores of the control group. The Sig. (2-tailed) value of .324 indicated that
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there were no significant differences in foreign language grammar acquisition between
the two groups, since it was significantly higher than alpha value of .05. Thus, the results
indicated that the use of student-created video podcasts by middle school had no
significant effect on foreign language grammar acquisition.
The qualitative data analysis involved a thematic analysis from students’ openended responses from two focus groups. Five key themes emerged from students’
responses that included how students described their experience of creating a video
podcast, their opinion about what learning approach toward grammar was more helpful,
how creating a video podcast help them or not to master the new grammar concept, their
opinion about learning by teaching and finally, their opinion about using this multimedia
presentation in other subject areas.
The participants expressed that their experiences in creating a video podcast were
very positive by using adjectives such as interesting, helpful, and beneficial. They
overwhelmingly expressed that creating a video podcast helped them better to understand
grammar in Spanish than using traditional approaches for the same purpose. Participants
agree that working in groups was beneficial and helped them mastering the new grammar
topic. Listening to other ideas and discovering how others understand grammar was
considered the main reason for such agreement. Concerning learning by teaching, all
students agreed that when they teach other students, they reinforce their own
understanding of the material in question, and are forced to face elements of a concept
that might not be clearly understood. Finally, students unanimously agreed that the
experience of creating video podcasts in the foreign language class could be replicated in
other subject areas.
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These findings not only attempted to answer the research questions about the use
of video podcasting in foreign language grammar instruction but helped the researcher to
identify some recommendations for future practice in the field. The inclusion of these
recommendations may help to enhance foreign language grammar acquisition by middle
school students.
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Appendix A: Uses of Video Podcasting in Middle School

For discovering new things

To improve meaning and
understanding

For conducting interviews

To provide a fun way to learn by
using new technologies

For generating ideas and putting
things in action

To allow students to exercise
teamwork in searching for
common understanding and
meaning

To collaborate with new data

To improve performance

To review, edit, and evaluate work
in progress

To allow students become their
own teachers and apply new
knowledge

To provide learners with an
opportunity to work with other
students in the creation of an audiovisual product

To give students the opportunity to
present their own knowledge by
using new tools and skills

To examine and consider new ideas
for using digital tools

To help students master their
research and technical skills while
acquiring a better understanding of
new content

To provide cross-cultural and global
collaboration

To help students develop the art of
effectively using their voice to
share new findings with the class
and the world

To provide an option for text based
communication

To enhance the construction of
knowledge and learning

As suggested by Piecka et al. (2008).
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Appendix B: Benefits of Using Student-generated Video Podcasts in Middle School

Helping hone the students’
vocabulary

Helping students develop
confidence in what they are
learning

Helping the students’ writing,
editing, public speaking,
presentation skills, communication,
time management, problem solving

Providing an opportunity for
students to become better learners
by turning them into teachers

Providing additional resources for
students seeking “how to”

Helping students in setting high
standards

Complementing traditional textual
materials

Promoting student-centered
learning

Providing alternative learning paths
for students

Helping students become
researchers

Students taking pride in creating
their video podcasts and posting
them over the internet

Helping students use other ways to
report their findings

Students seeing themselves as
broadcasters

Allowing students to expand their
audience beyond the school

Helping students develop selfAllowing students to learn at their
confidence: being sure of themselves own pace without being subjects
and their team members
of ridicule
Allowing students to determine their
own frequency requirements

Helping students to stay actively
engaged in sharing, discussing,
and learning from one another

As suggested by Piecka, Studnicki, & Zuckerman-Parker, (2008).
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Appendix C: Pretest and Posttest: Verb Ser
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Appendix D: Pretest and Posttest: Verb Estar
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Appendix E: Pretest and Posttest: Verbs Ser and Estar
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Appendix F: Focus Group Protocol and Script
Focus Group Protocol and Script
The focus group is a systematic discussion planned to elicit perceptions from a relatively
homogeneous group on a defined topic of interest in a supportive, permissive atmosphere
(Kruger, 1998).
PHASE 1: BEFORE THE FOCUS GROUP
1. Purpose: The purpose is to gather qualitative data about the experiences of
middle school students using student-created video podcasts to promote foreign
language grammar acquisition in middle school.
2. Design
a. Two focus groups to compare and identify themes that emerge from each
discussion.
b. Each focus group will run between 40 and 60 minutes.
3. Participants
a. Six to nine participants in each focus group.
b. Selected from the experimental group using the purposeful sampling
approach.
c. Homogeneous group in terms of background (eighth-grade students who
experience the creation of a video podcast), but with different academic
behaviors such as scores in the pretest and posttest.
d. Secure names and participation by sending the consent, and assent forms to
selected participants.
4. Questions
a. Five general questions will be addressed.
b. Probe questions will be considered to follow up general questions and to
explore key concepts more deeply.
5. Script
a. Welcome participants
b. Explain purpose and context
c. Explain about confidentiality
d. Explain about recording procedures
e. Use an icebreaker question to increase comfort and level the playing field.
f. Ask questions
g. Thank participants
6. Moderator
a. The principal investigator will act as the moderator.
b. An assistant moderator will deal with housekeeping issues and help with note
taking.
7. Location
a. A comfortable and easily accessible room will be selected.
b. A setting which does not bias the information gathered will be selected.
c. Drinks and snacks will be provided to participants.
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PHASE 2: CONDUCTING THE FOCUS GROUP
1. Material to bring:
a. Notebook
b. Computer
c. Tape recorder
d. Video recorder
e. Focus group list of participants
f. Focus group script
g. Name tags
h. Watch or clock
2. Setting
a. Arrive before participants
b. Set up room, refreshments, etc.
3. Welcoming
a. Nice and friendly welcoming
b. Introduce the note-taker
4. Session (Moderator be mindful of the following)
a. Set a positive tone.
b. Make sure everyone is heard; draw out quieter group members.
c. Probe for deeper opinions.
d. Monitor the questions and the time closely (be on track).
e. Avoid participation in the dialogue or correcting participants.
f. Remain neutral, refraining from nodding, raising eyebrows,
agreeing/disagreeing, praising or denigrating any comment made by the
participants.
g. Thank participants

Script
WELCOME
Good morning. Thanks for agreeing to be part of this focus group. We appreciate
your willingness to participate.
INTRODUCTIONS
I am Mr. Parra, and I will be the moderator for this focus group interview. With
me is [TBD], and he/she will be my assistant moderator.
PURPOSE OF THE FOCUS GROUP
The reason we are having this focus group is to gather information that will help us
understand if the use of student-created video podcasts in the Spanish class helps
students learn grammar. We need your input and want you to share your honest
and open thoughts with us. This focus group will last for 40 to 60 minutes.
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GROUND RULES
Before we begin, let me suggest some things to make our discussion more
productive.
1. Because we will be recording for an accurate record, it is important that you
speak up and that you only speak one at a time. We do not want to miss any
of your comments.
2. We will only use first names here. No reports will link what you say to your
name. Whatever you say here will remain confidential, and it will not affect
your grades. It is extremely important to be as clear and honest in your
responses as possible.
3. Since each of your perspectives is important, we need to make sure that
everyone gets a chance to express their opinions and no one takes too much
of the air time. I will take responsibility for time keeping and making sure
that we address all of the questions. Try your best to express your opinions
without making others feel uncomfortable.
4. There are no right or wrong answers. Every opinion is important. Speak up
whether you agree or disagree. So please, feel free to respond to each other
and to speak directly to others in the group. We want to hear a wide range of
opinions.
5. If it is okay with you, we will turn on the recorder and start now.
This student focus group is being conducted on [insert date here] by Sergio Parra, a
doctoral candidate at Nova Southeastern University, and Mr./Mrs. [TBD], [position]
at Osborne Middle School.

Start Time: _______________
Let’s begin with introductions.
Please tell us your name, and respond to the following question.
If you had a chance to travel anywhere in the world, where would you go and why?
_____________________________________
1. How would you describe your experience of creating a video podcast to explain
the verb to be in Spanish?
Detail probes or expanders as necessary:
a. What was the easiest thing to accomplish during the process of creating the
video podcast?
b. What was the hardest thing to accomplish during the process of creating the
video podcast?
c. If you need to use an adjective to describe the whole process, which one
would you select?
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2. If you have to compare the creation of a video podcast with the traditional drills,
such as book activities, language lab, workbook pages, and formative
assessments to master a foreign language grammar topic, what in your opinion
helps you better to understand and learn the grammar topic in question?
Detail probes or expanders as necessary:
a. How can creating a video podcast help you better learn foreign language
grammar?
b. How can the traditional approach help you better learn foreign language
grammar?
c. Which of the two strategies is more beneficial to you?
d. You said that creating video podcasts is a better way to learn foreign
language grammar. Why is it a better method?
e. You said that the traditional approach is a better way to learn foreign
language grammar. Why is it a better method?
3. We want to know how creating a video podcast with other students can help or
hinder you from mastering a new grammar concept.
Detail probes or expanders as necessary:
a. How each member of your group contributed with the creation of the video
podcast?
b. If you were allowed to select a member for your group, which of the
following characteristics would you prefer that member to have?
1) A student who can put things together (a leader).
2) A student who has a very good understanding of the grammar in
question.
3) A student with experience in creating video podcasts.
c. Why is that characteristic more important to you?
4. What is your opinion about the following statement: “When students teach other
students, they reinforce their own understanding of material, and are forced to
face elements of a concept that might not be clearly understood”.
Detail probes or expanders as necessary:
a. To what degree is this statement true or false?
b. How can you have a better understanding by just explaining to others what
you have learned?
c. What new concept or element about the verb to be in Spanish did you learn
from another member of your group while designing and creating the video
podcast?
d. How would you feel about explaining to other students something that you
have a clear understanding of?
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5. We want you to consider for a minute this experience of creating video podcasts
in other subject areas. How creating video podcasts can benefit your learning
experience and promote student achievement in other subject areas?
Detail probes or expanders as necessary:
a. Can you mention a subject in which you believe that this experience could be
more beneficial?
b. How can creating video podcasts help you better in learning that particular
subject?
c. Do you have a particular topic in mind?

6. Is there anything else you would like to add to this discussion before we end?
Thank you again for taking the time to participate in this discussion.

End Time: _______________
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